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Foreword

FOREWORD
The Japan Intern ational Cooperation Age n cy (JICA) held the Intern ational Seminar on

Basic Education and Development Assistance in Sub-Saharan Africa, 1997,  supported by the

Ministry of Foreign Affairs and the Ministry of Education, Science , Sports and Culture on March

7,1997. This rep o rt contains the keynote speeches, case study rep o rts, and discussions from the

seminar.

Since their independence in the 1960s and the 70s, Sub-Saharan African countries have

invested in the expansion of the modern education system. Primary school enrollment, however, has

stagnated and even decreased in many countries with the decline of public investment in education

sector under the macroeconomic crisis in the 80s, while the population growth rate remains high.

Besides, some studies indicate that the quality of education has been declining in some countries

rather than improving.

The Gove rnment of Japan has strengthened its assistance for expansion of education in

developing countries, in line with the declaration adopted in the World Conference on Education

for All in 1990. And as one of the Orga n i z ation members of the Development Assistance

Committee (DAC), Japan has committed itself to cooperate under a global part n e rship with the

international development community to realize universal primary education by the year 2015, one

of the targets set by the member countries of DAC in its so-called new development strat egy in

1996. And also as for the development of Africa, the Japanese Minister for Fo reign Affa i rs

announced a plan to play active roles in education in Africa, mainly for the enhancement of primary

education at the 9th UNCTAD meeting held in April 1996.

Until now the aid for basic education by JICA has been constructions of primary school by

grant aid programs.  In the recent situation, JICA wrestled against the rep o rt of the Aid Study

Committee on Education and Development commissioned by JICA in 1993, that re c o m m e n d e d,

among others, to improve the regional distribution of Japan’s ODA to Sub-Saharan Africa and to

stress aid for basic education as a priority area. Study teams have visited several African countries

to formulate new projects in the basic education sector, and research projects are being conducted

for better planning, design and implementation of the projects for basic education.

The objective of this seminar is to rev i ew, together with ex p e rts wo rking in educat i o n

development in Africa in the international and bilateral organizations , the present situation of basic

e d u c ation in Sub-Saharan African countries; to discuss the major development issues rega rd i n g

access to and quality of basic education in Sub-Saharan Africa; to discuss the roles of Afri c a n

gove rnments and intern ational and bilat e ral donors as well as ways to enhance their mu t u a l

c o o rd i n ation and cooperation for the attainment of unive rsal pri m a ry education in Sub-Sahara n

A f rica; and thus, to contri bute to more effe c t ive and efficient implementation of Jap a n ’s

development assistance for basic education in Sub-Saharan Africa.

The discussions contains informative and suggestive points, and the enthusiastic question
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and answer sessions with the audience also gave rise to the orientation of the basic education and

va rious pro blems and strat egies to assistance for the Sub-Saharan Africa, wh i ch was one of the

great achievements of this seminar.

I would like to take this opportunity to express my deepest gratitude to people of all the

organizations that supported this seminar, and to all the panelists and participants who made this

seminar a success.

December 1997 

Teizo Igarashi  

Managing Director

Institute for International Cooperation 

Japan International Cooperation Agency

Foreword
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OPENING ADDRESS
Mr. Teruo Kijima        

Vice President 

charge of general affairs and planning

Japan International Cooperation Agency

Good afternoon, ladies and gentlemen.  Thank you for taking time from your ve ry bu s y

s chedules to attend today ’s seminar.  It’s my pleasure to say a few wo rds on behalf of JICA to

welcome you to this International Seminar on Basic Education and Development Assistant in Sub-

Saharan Africa.  I should like to start with expressing my gratitude to our keynote speaker, Miss

Aïcha Bah Diallo, UNESCO’s director of basic education, as well as expressing my gratitude to the

m e m b e rs of the panel.  At the same time, I should like to ex p ress my thanks to the Ministry of

Foreign Affairs and Ministry of Education for supporting this seminar.

In March 1990, a confe rence was held in Th a i l a n d, a confe rence entitled “The Wo rl d

Conference of Education For All”, and at that time, a declaration was adopted, as I am sure you

k n ow about it.  In the decl a ration it says that in order to surv ive in this wo rld as well as to

participate in social development in a self-reliant fashion, one needs basic knowledge, technology,

values and attitudes, and that the aim of basic education is to satisfy the needs for these types of

learning.  At the same time, basic education serves as the foundation for human resources that is

needed for building society.  At the same time, basic education is the rights granted to eve ry

individual.  When there is no foundation for basic education, when individuals rights to receive an

e d u c ation is not guara n t e e d, you will not be able to ach i eve human-centered development or

people-centered development, which the Japanese government as well as governments of all other

countries are now aiming to achieve.

Today’s theme is Sub-Saharan African countries.  In this part of the world, we know that in

the 1980s, because of the falling prices of commodities which were their main export items, as well

as because of the accumulated debts, these countries encountered very severe economic crisis.  And

in order to ove rcome this crisis, the Wo rld Bank introduced the so-called stru c t u ral adjustment

programs and policies, which required these countries to cut down on their expenditures in a very

major way.  So there was this seve re cut in their ex p e n d i t u res and bu d get.  Because of this

economic crisis, and because of the cut down on their expenses, in many Sub-Saharan countries,

their education bu d get was seve re ly re d u c e d, and at the same time, many families found it

impossible to send their children to school because of extreme poverty.

The Sub-Saharan African countries is one of the only regions in the world where the primary

s chool enrollment rates dropped between the 1980s and the 1990s, and still in Sub-Sahara n

c o u n t ries, wo m e n ’s enrollment rates continue to remain the lowest in the wo rl d.  Also it’s been

pointed out that it’s necessary to improve the quality of education in terms of schools, teach e rs ,

t e a ching mat e rials, and so fo rth.  The expansion of educational opportunities as well as the
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expansion of basic education by offering fair educational opportunities, and also securing quality

education — these are some of the most urgent agenda [items] for Sub-Saharan countries.

Based on these understandings and perc eptions, the Japanese gove rnment made an

announcement at the fourth UNCTAD meeting held in April last year.  Foreign Minister Ikeda who

attended that meeting pledged that Japan will be contri buting an amount of $100 million in the

coming the ye a rs in the fo rm of education assistance in order to contri bute towa rds the human

re s o u rces development in African countries.  This is wh at is known as the Plan for Human

Resources Development in Africa.

Also in May, last year, at the DAC, the Development Assistance Committee of OECD, the

new DAC development strategy was adopted.  This is a new strategy for the 21st century.  This new

development strategy was adopted, and one of the aims of this new strategy is that by the year 2015,

we will aim for universal basic education for all countries in the world.

JICA is an implementing organization of the Japanese government’s ODA policies, and as

such, based on the Japanese government policy as well as the policies of the donor community, we

b e l i eve that one of our mandate and mission is to implement those policies for intern at i o n a l

cooperation, and that also we have to define the aims of [our] efforts more clearly in the future.

J I C A’s cooperation in Sub-Saharan countries, part i c u l a rly in the area of education, should be

i m p roved and stre n g t h e n e d.  We feel this ve ry ke e n ly.  Th at being the case, as far as JICA is

c o n c e rn e d, we have taken some new steps.  For ex a m p l e, in 1993 we had a study group on

d evelopment assistance for education in development, and we have been doing many re s e a rch

activities and formulation of projects for Sub-Saharan countries.  But frankly speaking, we must

admit that our know l e d ge and ex p e rtise and ex p e riences about basic education in Sub-Sahara n

countries is not really sufficient.  We would like of course to learn from the experiences of others

and to also gain new ex p e riences for ours e l ves, while at the same time making best use of our

s t rength, JICA’s strength, to areas and methods.  We feel that in this effo rt, it is part i c u l a rly

i m p o rtant for us to strengthen part n e rships in cooperation with other donor countries and

international organizations.

Today’s seminar, we believe, is going to give us an opportunity to do so.  It is one such forum

or venue.  And so, in today’s seminar, we will be having some reports, presentations given by JICA

members on some of the projects that JICA has been implementing in Sub-Saharan countries, while

at the same time, we will be telling you some of the difficulties that we have encountere d, or

problems we have encountered while implementing our project.  We will also be listening to the

presentations of the panelists who have experiences in educational development in Sub- Saharan

African countries for many, many years.  I am sure that we will be able to learn a great deal from

their experience and insight, and we hope that JICA will be able to make best use of these insights

t h at will be presented today.  We hope that today ’s seminar will help to step up our effo rts fo r

assistance in the educational field to Sub-Saharan countries.  Thank you very much.

Opening Address
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Basic Education in Sub-Saharan Africa -- its History and Prospects

Basic Education in Sub-Saharan Africa 
-- its History and Prospects

Aïcha Bah Diallo 

Director, Division of Basic Education 

UNESCO

Basic education has always been a central concern of the African peoples who recognize that

it constitutes the basis of all socio-economic development. The difficulties that today confront many

regions of the world are, in part, caused by a breakdown in the systems established to provide basic

education. This is especially true in the Sub-Saharan African countries whose educational history

re flects seve ral influences and wh e re the emergence of education systems adapted to the

development needs dates back, in most countries, only to the 1960s and 1970s. 

One can divide the educational history of Sub-Saharan Africa into three eras: 

・ the pre-colonial period; 

・ the colonial period; 

・ the period since independence. 

I shall look briefly at the main developments in each of these periods before turning to the

p resent situation. I will, in part i c u l a r, examine the case of Guinea and fo rmu l ate a number of

re c o m m e n d ations aimed at illuminating the needs and guiding the development of education in

Africa.

I. HISTORY

A. The Pre-colonial Period 

Tra d i t i o n a l ly, education in Africa was considered a concern of the entire society. It wa s

v i ewed in a global pers p e c t ive, not as a set of specializations, and understood as a collective

responsibility. The characteristics of traditional education, according to Paul Désalmand 1are:
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l  . Education is given everywhere;

2 . Education is given at any time;

3 . Education is given by all members of the community;

4 . Education is closely linked to the environment;

5 . Education is directly related to the needs of society;

6 . An individual’s integration into production occurs early in life; 

7 . Training not only develops skills, but also promotes a sense of belonging to and serving the

community; 

8 . Education concerns everyone; 

9 . Education has a comprehensive character; 

10. Society aims at preserving an equilibrium; 

11. Magic plays a fundamental role; 

12. The religious and the sacred are present in all aspects of life;

13. Parents play an important part in the education of their children; 

14. Aging is perceived as a positive development; 

15. Relations between people are personal relations; 

16. Models of education and society are developed by the groups concerned in their ow n

languages; 

17. Knowledge is transmitted orally. 

In the traditional context, education gave the child a sense of security, belonging, identity

and accomplishment. It was not only a process of preparation, but also a process of participation in

the life and work of his or her group or community.

B. The Colonial Period

The fi rst schools implanted in Africa we re those of the missionaries and rep resented a

veritable sub-system of foreign education. They aimed at training an indigenous elite, spreading the

C h ristian re l i gion and, in ge n e ral, promoting the process of colonization. Thus, in the colonial

period, education lost its sense of functionality, of serving the African community. 

Colonial schools were based on western models and taught by expatriate teachers without

a ny know l e d ge of the local env i ronment. Indeed, education was deliberat e ly emptied of Afri c a n

content. Colonial education closely reflected the situation in the ‘home country’ - e.g., the struggle

in 19th century France between religious and secular or laic schools - but took little, if any, account

of African realities, the world in which their students lived. Moreover, only a very limited part of

the population had the opportunity to attend school. 

Basic Education in Sub-Saharan Africa -- its History and Prospects
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According to statistics published by the World Bank, the gross rate of enrolment in primary

education in Africa in 1960, near the end of the colonial era, was 36% as compared to 67% for Asia

and 73% for Latin America. This average, however, concealed large disparities between territories,

urban and rural areas, sexes and religious and ethnic groups. For the French-speaking territories, the

ove rall gross enrolment ratio was 38% (50% for the Belgium colonies and 31% for Fre n ch

colonies); for the English-run colonies it was 40%. The rate of illiteracy was over 90% for Sub-

Saharan Africa as a whole. 

Those who completed school obtained jobs in the colonial administration and were accorded

a privileged social status. This type of training, elitist by its very nature and design, resulted in a

fascination with and subjugation to Western values. Indeed, Africans were being asked to accept a

system of education that was systemat i c a l ly destroying the ve ry values that traditional educat i o n

had sought to promote and preserve. 

It is also important to note the influence of Islam on education in Africa during the Colonial

e ra. Islam’s influence dates back to the Middle Ages and was part i c u l a rly marked by the rap i d

development of Koranic schools, designed to teach theology, in the 17th and 18th centuries. To this

date, Islamic education continues to exercise an important influence in many parts of the continent.

Islamic schools are rooted in and sustained by the community. Efforts are underway in a number of

countries to broaden the curriculum of the Islamic schools in order to include a wider range of basic

education programmes.

C. The Period of Independence

At independence, Africa inherited from its colonial past an education system poorly adapted

to its needs and realities. The first order of business for many independent countries was to change

this situation. Beginning in May 1961, with the Addis Ababa Conference organized by UNESCO,

the countries of Sub-Saharan Africa set about in a spirit of high enthusiasm the re fo rm of their

education systems as part of a plan to achieve socio-economic development and cultural liberation. 

A fa r- re a ching revision of programmes and methods of instruction was undert a ken. Th e

n ew ly independent countries, with the support of the intern ational commu n i t y, undertook major

efforts to promote education and, indeed, achieved impressive quantitative results. 

They devoted nearly $3.8 billion dollars of domestic public funds to education in 1970, $6.3

billion in 1975 and over $10 billion in 1980. Thereafter. this level of expenditure, which could not

be sustained, declined to around $8.9 billion. Intern ational support - bi-lat e ral, mu l t i - l at e ral and

private - reached a level of about $9.5 billion per year in the 1980s. 
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Basing themselves on the impressive initial results achieved, the African States considered

that the universalization of basic education could be easily accomplished. It was with this goal in

view that the African education systems developed rapidly.

The system of education, howeve r, was that imposed by colonial ru l e. The division of

education into primary, secondary and tertiary levels was maintained. Universities were established

and flourished in nearly all countries. In many countries, the national civil services undertook to

employ all university graduates. Unfortunately, in the 1970s, economic conditions deteriorated as

did public funding for education which provoked a serious crisis within the education system.

A study by the World Bank reveals that between  1960 and 1983 the number of students in

Africa increased at a rate of 9% per year, twice as rapidly as in Asia and three times as rapidly as in

L atin America [see Table I in annex] . At the pri m a ry level, the gross enrolment ratio incre a s e d

from 36% to 75% in just over 20 years. It was during this era that the school opened its doors to

sectors of the population that had previously been excluded from education. During this period, the

A f rican countries also made gre at strides in the construction of schools and in the training of

teachers. Parallel to these efforts, enormous literacy campaigns were launched, increasing the adult

literacy rate from 9% to 42% . Adult education and non-formal education also flourished.

Of equal importance, at the primary level the content of education was Africanized in many

countries - i.e. reformed in order that its context reflect the African situation and environment and

respond to the needs of Africans. In 21 countries, national languages replaced English, French and

Portuguese as the language of instruction. In brief, the school was transformed in a manner such

that it was no longer foreign to African students and for this very reason became more attractive to

them.

In general, the English-speaking countries were in advance of the French-speaking countries

in overall rates of enrolment and, in particular, in the percentage of girls enrolled. In 1980, 58% of

the age - group was completing pri m a ry school in the English-speaking countries as compared to

47% in 1960. In the Fre n ch-speaking countries the comparable rates we re 30% in 1980 as

c o m p a red to 16% in 1960. Table I s h ows the gross enrolment ratios - the perc e n t age of gi rl s

attending school in comparison with the number of girls in the primary school age-group - in seven

selected African countries. The reader will note two facts: fi rst, the ge n e ra l ly higher rates of

enrolment in English-speaking countries as compared to French-speaking countries and, secondly,

the fact that in two countries - Botswana and Zimbabwe - a higher percentage of girls attend school

than do boys.

Unfortunately, the reforms of the education system, which occurred in most countries of the

Basic Education in Sub-Saharan Africa -- its History and Prospects
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region, did not achieve their objectives. The reason for this failure was mainly that the reforms were

not based on a coherent strat egy. Table 2 (in annex ) s h ows the rise - and in certain cases the

subsequent fall - of gross enrolment ratios in selected African countries between 1960 and 1994/95.

As will be noted, the French-speaking countries and Ethiopia have far lower rates than the former

English colonies. In the case of Zambia, whose economy is based on copper ex p o rts, one can

cl e a rly see that as the price of copper declined in the 1980s, so did the perc e n t age of students

attending school.

II. THE  PRESENT  SITUATION

To d ay, the progress ach i eved since independence ap p e a rs seri o u s ly thre at e n e d. Even as

p o p u l ation growth continues, school enrolments are stable and, in certain cases, declining [s e e

Table 2] . Of perhaps even gre ater import a n c e, the quality of the education provided has

deteriorated significantly in many countries.

With the birth of mu l t i - p a rty democra cy in countries without previous ex p e rience in

democratic rule, it became essential to ensure that the schools did not become objects of partisan

politics, but that education instead was set above politics and seen as a national responsibility that

all politicians and parties must respect and pro m o t e. This has been a continuing ch a l l e n ge, bu t

progress is being made.

The fundamental problems of access, quality, equity, retention and achievement are far from

being resolved in many African countries. Indeed, it has to be stressed that the budgets devoted to

education continue to diminish, even as those devoted to defense and armaments continue to grow.

At the World Conference on Education for All, held in Jomtien, Thailand, in 1990, and at the

Mid-Decade Rev i ew of Education for All, wh i ch took place in Amman, Jo rdan, in 1996, it wa s

o b s e rved that the rates of growth of school enrolments in Sub-Saharan Africa in the 1980s and

1990s were the lowest of any region as well as rates of literacy (67% for men and 47% for women).

While repetition (20%) and population growth were higher than in other regions [see Table 3 and

Table 4 in annex]. Indeed, the rate of population growth (3%) exceeds the rate of growth of the

economy (2%), implying that the level of income per capita is actually declining. Education in the

African region also suffers from a serious shortage of equipment and supplies and an inadequate

development of means of communication, which in most countries is still in an embryonic stage.

The pressure of population growth has evident negative effects on rates of enrolment. In fact,

only about 50% of African children of school age attend school as compared to 73% in South Asia

7



and 76% in the Middle-East and North Africa. The enrolment rate for girls is even lower as shown

by the fact that girls make up 45.6% of total enrolment, virtually the same percentage as in 1990

when girls made up 45.1% of total enrolment in African primary schools.

While persevering efforts are being made to improve the educational situation in Africa, the

c o n t ext is complex and often difficult. Economic, demograp h i c, socio-cultural and institutional

factors combine to complicate the problem. African economies are caught up in the processes of

restructurization. The liberalization of African economies is, in most cases, taking place within a

process of structural adjustment aimed at limiting government expenditures. The burden of debt,

structural adjustment requirements and high levels of unemployment all work against the education

of children. In 1992, the estimated per capita income of Africans was $850. This average for all

countries, of course, conceals glaring differences: e.g., for Mozambique the annual income per head

was only $60 whereas in Gabon it was $4,450.

In sum, African educational systems are in a state of crisis due to several factors including: 

(i) the weak demand for education, especially in rural areas and among girls. The high level of

u n e m p l oyment among school leave rs is convincing parents that schooling is a poor

investment of their money or their children’s time.

(ii) the financial crisis in which education systems find themselves as a result of deteriorating

terms of trade, policies of structural adjustment aimed at balancing budgets and stimulating

stagnating economies, and the competing demands of other government services, including

the military.

(iii) The disorders and prolonged civil wars that have afflicted Africa.

Characteristics of the Educational Crisis 

The crisis of education in Africa is evidenced by the persisting inequality of access,

especially between boys and girls. In 1990, for example, approximately 60% of boys between the

ages of 6 and 11 ye a rs we re enrolled in school as compared to 52% of gi rls. More ove r, as the

quality of education has decl i n e d, more students are rep e ating classes or leaving school without

having achieved mastery of even the most basic skills: reading and writing, developing problem-

solving skills, appropriate social and civil attitudes and an understanding of the environment. The

average length of school attendance was estimated, in 1992, to be 6 1/2 years for a boy and 5 1/2

years for a girl.

Basic Education in Sub-Saharan Africa -- its History and Prospects
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It is often noted that African schools suffer from both ex c e s s ive centra l i z ation of

administration and poor management at all levels. Those who administer the schools are, in fact,

t e a ch e rs without any training in administration or management. Most decisions are taken in

ministries or central administrations far removed from the day-to-day work of schools. As a result,

such decisions often fail to reflect the realities experienced in classrooms and communities. In the

absence of precise and up-to-date info rm ation, the central administration is unable to effe c t ive ly

administer a system which consists mainly of small and remote schools.

The financial crisis is not only a shortage of resources, although that is certainly central to it,

but also the fact that there is no flexibility in using the resources that are available. Increasingly,

over 90% of the budget goes to one item of expenditure alone - paying teachers’ salaries - leaving

little for books and supplies or even the most essential repairs to buildings and equipment. As a

consequence, premises are often dilapidated, over-crowded and poorly equipped. Even while most

of the budget goes to pay the salaries of teachers, these are usually extremely low and, in many

countries, paid only after long delays. Not surprisingly, the motivation of teachers is often low. The

growth of higher education, wh i ch costs at least 15 to 20 times as mu ch per student as pri m a ry

education, has also added to the educational burden that governments must bear. The consequence

of these pressures can be seen in the decline and, in many cases, break-down of education systems.

Implications of the Educational Crisis 

The poor quality of pri m a ry education not only reduces learning outcomes, it also

complicates the relationship between the school and the community. The culture of the school does

not correspond to the culture of the commu n i t y. Te a ch e rs often do not feel re s p o n s i ble befo re

parents, who are viewed as uneducated and unenlightened, and the community, for its part, feels

little sense of responsibility towards the school which is seen as an external creation representing

concerns and values that are foreign to the community.

The school curriculum has little relevance to the needs of the community. Often, its goals are

too ambitious and its content too encyclopedic given the realities of the situation. This explains, in

l a rge part, the high rate of student fa i l u re. The teach e rs usually have only a modest level of

e d u c ation themselves and little systematic tra i n i n g. Th ey tend to emphasize rote learning rat h e r

than using active methods and have little experience in how to organize a programme that can cater

to students of different ages and achievement levels. Very few countries have effective programmes

of continuing education and training for teachers to help them overcome these weaknesses.

A short age of book and school supplies is another serious pro blem in most countri e s ,

especially in rural areas. Often there is only one book for every 20 students and, in many cases, that

9



book does not reflect the programme currently being followed by the school. Often, the teachers

also lack instructional guides to advise them on how to present subjects and manage re l at e d

cl a s s room activities. In bri e f, the present situation in Africa is one of multi-dimensional cri s i s

affecting all aspects of the education system.

Basic Education in Sub-Saharan Africa -- its History and Prospects
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THE  EXAMPLE  OF  GUINEA

The Declaration on Education for All (EFA) and the plans of action adopted by countries

around the world to achieve the goals set forth at the World Conference on Education for All held

in Jomtien, Thailand, in 1990, have defined a set of responsibilities at all levels - world, regional,

sub-regional and national - and targets to be achieved by the year 2000.

Since the Jomtien Conference, most African countries have undertaken actions aimed at the

development of their education system by increasing access, improving quality and relevance and

upgrading their efficiency. The educational policies that have been formulated are, in most cases,

clear, efficient and well supported. In general, the countries have also sought - often in very difficult

circumstances - to provide the means for carrying out such policies and the reforms that they entail.

At the international, regional and sub-regional levels, there have been numerous meetings in

wh i ch national and local ex p e riences, both successful and unsuccessful, have been shared and

analyzed. Initiatives have been launched, networks established and mechanisms and modalities put

in place. 

With the aim of reforming and improving its education system, the Government of Guinea

has undertaken several sectoral studies. These have focused on analyses of economic and financial

factors, possibilities of administrative reorganization and inquiries into how the education system

functions and, by implication, wh at measures would be needed to improve its operation. On the

basis of these studies, in 1989 the Government issued a Declaration of Educational Policies. This is,

in effect, a long-term plan for the development of education divided into three phases: 1991-1994,

1995-1997, 1998-2000.

The implementation of the first phase took the form of a carefully planned programme of

three years’ duration. Three international donors agreed to work together to support this first phase

of the plan wh i ch invo l ved the stru c t u ral adjustment of the education sector (PASE). The Wo rl d

Bank, U.S. Aid and the French co-operation provided $58 million in credits, either in the form of

balance of payments support or in direct payments. These three partners were joined by a number

of other donors: Japan, the European Commu n i t y, the Orga n i z ation of Pe t roleum Export i n g

Countries, the African Development Bank, and the Islamic Development Bank. Non-governmental

o rga n i z ations such as Action Aid also supported the plan. The Ministry of Education wa s

responsible for co-ordination of all inputs, national and international.

To obtain the objectives established by the Declaration of Educational Policies and receive 
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the financial support pledged by the international community, four sets of measures were taken:

(i) an administrat ive re - o rga n i z ation was launched together with measures aimed at improve d

m a n agement and supervision. Among other measures, this invo l ved establishing two

educational ministries, one for higher education and a second, which I headed, devoted to

p re - u n ive rsity education and pro fessional training with a strong focus on promoting basic

education and increasing the participation of girls;

(ii) a systematic development of human resources and improvements in the pre-service and in-

service training of teachers were introduced;

(iii) improvements in the conditions of instruction in classrooms and the provision of additional

support and equipment, including a rationalization of the location of schools, were initiated;

(iv) content and methods of instruction were revised, and improved practices disseminated.

These reforms were necessary pre-requisites for implementing the new educational policies.

A high-level inter- m i n i s t e rial committee (Comité de Suivi du PA S E) was established to

fo l l ow up and ensure that the re q u i red re fo rms of the education system we re effe c t ive ly

i m p l e m e n t e d. The committee met eve ry three months. Within the Education Ministry, a more

s p e c i a l i zed committee (Comité de Pilotage du PA S E), wh i ch met monthly, was established to

follow the reform process and, where needed, test proposed reforms before introducing them on a

national scale. Both committees were supported by a common Technical Secretariat - composed of

a national co-ord i n ator and two ex p at ri ate adv i s e rs - wh i ch wo rked cl o s e ly with the diffe re n t

s e rvices invo l ved in the re fo rm. Donors’ rep re s e n t at ives met reg u l a rly with the Te ch n i c a l

Secretariat.

At the start of each school year, workshops were held to assess the progress of the previous

year and set objectives for the coming school ye a r. In the fi rst year of the re fo rm, a nat i o n a l

workshop was organized in the capital, Conakry. In subsequent years, the national workshop was

replaced by meetings in each of the four main regions of the country in order to take better account

of the specific needs and circumstances of each region. These wo rkshops re c e ived ex t e n s ive

coverage in the media and thus served as a means for keeping the population informed concerning

the goals of the reform, the problems encountered and the progress achieved.

Those responsible for the programme were provided with training to enable them to better

p e r fo rm their duties. Th ey we re also made awa re that they would be held dire c t ly and fully

Basic Education in Sub-Saharan Africa -- its History and Prospects
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responsible for ensuring the success of the reform in their activity or area.

On balance, the reform achieved its objective: that of making effective use of internal and

ex t e rnal re s o u rces in implementing an improved national programme of education in confo rm i t y

with the policy of the government and acceptable to all partners, domestic and foreign, working in

the field of education.

The results achieved are the best proof of the success of the reform: the rate of enrolment in

primary education increased from 28% of the age-group in 1990 to 44% in 1994, the management

of the system visibly improved, teacher training was expanded, school supplies and equipment were

u p - graded and - wh at is especially important - the rate of enrolment of gi rls was signifi c a n t ly

increased. Between 1990 and 1994, 3,000 classrooms were constructed and equipped, half of them

by mobilization of internal resources and the voluntary contributions of the community. In addition,

m a ny schools and premises used for administrat ive and other purposes we re re f u r b i s h e d. Th i s

progress is summarized in Table 5 in annex.

To serve smaller communities, multi-grade schools in which one teacher instructs students of

different ages and grade levels were considerably expanded. This served both to increase enrolment

and to make more rational use of teachers.

The training provided by human re s o u rce development plan allowed a re - a l l o c ation of

personnel within the system. For example, 1,806 secondary teachers were re-trained for service in

primary schools where, as a result of expanding enrolments, the need was greatest. The plan also

provided for the re-training of 8,000 teachers in new methods of teaching French and mathematics.

The studies undertaken to guide the reform highlighted the role of discriminatory attitudes in

hindering the education of girls. Immediate measures were taken to counteract such stereotypes and

p rejudices through the revision of the curriculum, the training of teach e rs, the use of new

p e d agogical ap p ro a ches, the revision of textbooks and instructional mat e rials and va rious other

steps.

As part of the re fo rm of education, the Gove rnment of Guinea, wh i ch had adopted the

Declaration on Education for All, launched a number of experiments and pilot projects aimed at

increasing the school participation of girls. These undertakings were initiated, conducted and co-

ordinated by the Ministry of Education as part of the overall programme aimed at the development

of education. The following examples illustrate the far-reaching nature of the actions undertaken.

(1) Second Chance Education: This programme aimed at girls between the ages of 9 and 15

who had either never attended school or had dropped out at an early age and to provide them with

13



literacy training both in a national language and in French. They were also provided with training in

a trade or craft to enable them to be able to earn their own living. Second-chance education (NAFA)

centres were not imposed upon communities, but were opened only in communities that agreed to

p rovide physical facilities and offer other fo rms of support. The centres we re staffed by wo m e n

groups and engaged local artisans to teach their trades and crafts to participating youth.

These centres were intended to increase the rate of enrolment in education and achieve the

following qualitative goals: reduce the educational disparities between regions and sexes, assist the

social integration of young people in ge n e ral and gi rls in part i c u l a r, encourage young people to

remain in their communities rather than migrate to cities, protect the env i ronment and prep a re

young people to live independent lives. The second-chance education centres were also linked with

formal education in order that participants could, if desired, either switch to a primary school or, in

certain cases, advance to secondary education.

In fact, two models of second-chance education we re deve l o p e d. One model was open to

both boys and girls, with the provision that girls had to make up at least 50% of enrolment. The

second was for girls only. To establish such a centre a minimum of 60 girls had to be enrolled. By

late 1996, 42 centres had been established, covering all regions of the country. Sixty per cent of the

youth who enrolled at such centres have since entered or been re - i n t egrated into the fo rm a l

e d u c ation system. The second-chance leaning centres project is guided by an inter- m i n i s t e ri a l

committee which includes representatives responsible for the promotion of women and for youth

programmes as well as officials from the ministries of education, finance and co-operation.

(2) N ational Committee for Equal Educational Opportunities for Girls : This inter-

m i n i s t e rial committee, composed of senior gove rnment officials re s p o n s i ble for educat i o n ,

promotion of women and social affairs, is charged with:

・ examining disparities in educational opportunities between boys and girls;

・ determining the factors that influence the decisions of families in rural areas to enroll or not

enroll their children, especially their daughters, in school;

・ developing and implementing a national plan of action aimed at eliminating obstacles to the

enrolment of disadvantaged children.

The Committee has taken action in a number of areas: legal texts that have had a

d i s c ri m i n at o ry effect upon gi rls and women have been rev i s e d, educational statistics have been

c a re f u l ly examined to determine the pat t e rn of disparity in order that an effe c t ive strat egy of

intervention can be designed, an overall study of all measures taken since independence to promote

education - especially for girls and children in rural areas - is being completed, studies examining
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family decision-making concerning education have been launched, and an exchange of experience

with other countries within the sub-region is underway.

The Committee has also developed an effective strategy, including the use of media, to raise

the consciousness of the publ i c, and in particular that of selected target groups and regi o n s ,

concerning inequalities in educational opportunities. The strategy has three dimensions: national,

regional and local. The national campaign uses a multimedia approach and emphasizes the use of

spot announcements, songs, plays and public announcements to convey appropriate messages. The

regional campaign, based mainly on rural radio, is adapted to the particular situation of each region.

Use is also made, especially at the local level, of educational promoters and local leaders to spread

awareness to villages and hamlets.

A pilot programme has also been conducted in wh i ch students are provided with sch o o l

materials and essential medicines in order to attract them to school and to improve the state of their

health. This experimental programme is being supported by USAID and the World Bank.

A mid-course review of the work of the Committee for Equal Educational Opportunities for

G i rls concluded that it had had a ve ry positive effect in ove rcoming the reluctance of parents to

send their children, girls as well as boys, to school. 

The progress of the re fo rm is also shown by other statistics. For ex a m p l e, the number of

classrooms increased from 7,312 in 1990 to 10,443 in 1993. A total of 1,400,000 school manuals

were distributed in 1993. The salaries of teachers were substantially increased to compensate for

inflation and rises in the cost of living. As already noted, 8,000 teachers were re-trained in French

and mathematics. In addition, 111 advisors were trained in order to assist in the in-service training

of teachers. 

M e a s u res we re also taken to make more effe c t ive use of trained manpower and ava i l abl e

resources by increasing the number of multigrade schools, making the school year more flexible

and re d ep l oying teach e rs from secondary to pri m a ry schools. In order to monitor re fo rms more

effectively, the collection of statistics was also improved. Audits of the functioning of the ministry

were also undertaken and various administrative reforms introduced to improve efficiency.

In brief, the first phase of the reform (PASE) represented a fundamental change in both the

c o n c eption of education and in the measures taken for its promotion. Basic education re c e ive d

i n c reased attention and re s o u rces and was re - o rga n i zed in order to make more effe c t ive use of

available means. For the first time regional differences were fully recognized and measures taken to

involve the community more actively in the promotion of education. The education of girls became
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both a goal of educational policy and a measure of its success. 

Pe rs o n a l ly, I devoted seven ye a rs to prep a ring and implementing the re fo rms discussed

above. The team which I built and with which I worked is still in place. Prior to leaving my post, I

negotiated the financial arrangements for a second phase of the educational reform (PASE II) which

will both consolidate the gains of the fi rst phase and widen the scope of re fo rms to incl u d e

s e c o n d a ry and unive rsity education as well as adult education. Indeed, the second phase of the

reform will represent a major step toward the goal of education for all.

Among the steps foreseen in the national plan of action to achieve education for all are the

following: 

・ expansion of the second-chance education centres (NAFA); 

・ expansion of the centres providing youth with training in tech n o l ogies and crafts and

preparing them to enter the world of work (CETA); 

・ re-organization of the National Literacy Service and the activation of its regional and local

branches in order to support local literacy initiatives; 

・ provision of increased support to the Centre for Environmental Education and Development

(CEED) in Pita, wh i ch aims at opening the school to its env i ronment and promoting the

participation of the local population in the educational life of the community; 

・ support to private initiatives aimed at contributing to education for all. 

During my seven years as minister, I travelled to all parts of the country in order to sensitize

local officials, union leaders and business people, school administrat o rs, parents, teach e rs and

children - indeed, everyone I encountered - to the importance of education for all: to its importance

to the individual, gi rl or boy, woman or man, to its importance to the well-being of groups and

communities and to its importance for our nation. My technique, however, was not to lecture but to

s h a re info rm ation. I sought to tell them that it was not the gove rn m e n t ’s progra m m e, but their

programme and that its success or failure depended upon them. This direct and personal approach

was essential to gain the support of the population. I profited from these contacts to communicate

the message that education is a national responsibility and that promoting it is the responsibility of

every citizen and all governments . The growing acceptance of this message has placed education

above politics as was demonstrated in the elections - communal, presidential and legislative - that

took place between 1990 and 1993 . While many problems remain, there is now a strong consensus

in Guinea that education for all is an essential national goal. 
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16



Basic Education in Sub-Saharan Africa -- its History and Prospects

RECOMMENDATIONS  AND  PERSPECTIVES  FOR  THE FUTURE

1 . Recommendations

The leaders of education in Africa are fully aware of the crisis that their education systems

are confronting. The exchange of experience at periodic regional and sub-regional meetings reveals

t h at the strat egies the diffe rent countries are adopting are essentially conve rgent.  Th e

recommendations that have derived from such meetings concern different levels of action. 

Issues of overall educational policy

・ The implementation of an education that is free, obligatory and universal and ensures that no

child, particularly those with handicaps or disadvantaged, is left out. 

・ The re-definition of the school in terms of quality, equity and efficiency. 

・ The ex p ression of political will through decl a rations of intentions, bu d get allocations and

institutional and legal measures. 

・ The development of basic education: including increasing the ava i l ability of pri m a ry

education, improvements in educational quality, and introduction of innovations such as the

use of solar lighting systems in order that classrooms can also be used for non-formal classes

in the evening.

・ The invo l vement of local communities in defining the objectives for the school and in

undertaking projects aimed at meeting the needs of the school. 

・ The provision of funding for literacy and adult education within the government budget. 

・ Educational policies must be aimed at achieving education for all and, with that objective in

v i ew, must draw upon the results of re s e a rch-action studies on the school and ap p ly the

diverse methods used in literacy work in order that children, youth and adults are actively

e n gaged in learning and training activities. Only such a strat egy can result in a tru e

democratization of education and human resource development and ensure their application

to the development of the society.

Issues at the Community Level

・ C re ating synergies between educational programmes and other development projects and

p rogrammes such as village water projects and activities directed towa rds populat i o n

education, health, hygiene, etc. 

・ Use of distance education.

・ Developing complementarity between formal and non-formal types of training and building

bridges between these two systems. 
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・ Strengthening population policies. 

・ Prohibiting customs with a negative impact such as female excision and early marriage of

girls. Such measures, of course, have to be preceded by major awareness-raising campaigns.

It is essential to progressively overcome taboos and promote positive values in order to avoid

brutal conflicts between tradition and modernity. 

・ Literacy programmes for parents have to be conceived not only as valuable in themselves,

but also as means for promoting the schooling of children, especially girls. 

・ Cultural identity has to be promoted through the use of national languages. 

・ Students have to be mobilized and facilitated in campaigns to make their parents and other

family members literate. 

・ Educational programmes and activities have to be carefully adapted to the village and family

context and must take account of daily and seasonal work schedules and of the needs and

wishes of learners. 

・ Methods and ap p ro a ches have to be developed that are efficient and adap t able to va ri o u s

s i t u ations; in many cases, ru ral radio can provide a low-cost and effe c t ive support to

educational activities. 

・ Multi-media approaches and programmes have shown their ability to attract young learners,

especially girls, into educational programmes and, because of their flexibility, are often more

acceptable to parents and families. 

・ The strengthening of pare n t s - t e a cher associations can be an important measure fo r

reconciling the school and the community by establishing a permanent channel of dialogue

b e t ween the teacher and parents. It is necessary that women be active ly invo l ved in

leadership roles in parents-teacher associations in order to promote the enrolment of girls. 

・ Evidently, it is also important that educational programmes - for children, youth and adults

alike - seek to establish and improve dialogue between parents and their children. 

・ As education depends upon community support and participation, there is a continuing need

to emphasize the importance of education - especially education for gi rls - thro u g h

i n fo rm ation and awa re n e s s - raising campaigns conducted by ru ral radio and ru ral press as

well as through messages on television during those hours and programmes that attract the

l a rgest audiences. Such effo rts can be launched and supported by traditional and re l i gi o u s

organizations, unions, employers and others. 

・ Successful and innovat ive educational ex p e riences have to be made better known in ord e r

that they serve as lessons and inspire action by others. 

・ The rational development and management of education systems depends upon the

availability of up-to-date, systematic and reliable statistical information. It is important, from

the ve ry start of any re fo rm, to provide for the collection of statistics, by sex and other

re l evant fa c t o rs, in order to plan the development of the school system and monitor the

participation of girls. 
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・ Scholarships and other incentives should be provided to gifted children from disadvantaged

parts of the population. 

・ To achieve education for all, it is necessary to forbid the employment of school-age children.

Issues related to the improvement of educational programmes

・ Given the high rate of population growth in many countries and the impact of early marriage

and pregnancies on the education of gi rls, it is important to teach - in a manner wh i ch

respects community values - population and sex education in the school. It is also necessary

to ensure that those re s p o n s i ble for sexual harassment are given exe m p l a ry punishment in

order that others not be tempted to follow their example. 

・ Teen-age mothers should be permitted to return to school after the birth of a child. I would

note here the progress that we achieved in this area in Guinea. During the school years 1992-

93, 1993-94 and 1994-95, a total of 539 gi rls became pregnant during the course of their

studies. In the past, this would have almost certainly required them to terminate their studies.

H oweve r. through counselling and a special effo rt to assist such gi rls, two - t h i rds of them

(352) resumed their studies. Another 25 we re placed on academic leave and have a go o d

chance of being reintegrated into school in the future. 

・ School schedules should be made more flexible, especially in rural areas, and programmes

more relevant to the needs of both girls and boys, women and men at all levels of education. 

・ The establishment of efficient systems of monitoring and evaluation of student performance

are important in promoting positive outcomes. 

・ Sexual stereotypes and content that directly or by implication discriminates against girls and

women must be systematically removed from the books and learning materials used in all

levels of education, including literacy and post-literacy programmes. 

・ In the training of tra i n e rs and that of teach e rs, in-service as well as pre - s e rv i c e, emphasis

must be given to treating boys and girls equally and developing attitudes favourable to girls

as well as boys. The teacher needs to be an active and attentive promoter of equality between

the sexes. 

・ The teacher and all those invo l ved in the school must develop an attitude of neutra l i t y

regarding sex or gender in the conduct of classes, the selection and use of instructional and

t raining mat e rials, the choice of vo c abu l a ry, courses of study, role models and vo c at i o n a l

choices proposed and, indeed, in all activities. The school must be respectful of community

views, but it must also be a source of new ideas and values and of cultural renewal. 

・ It has to be re c og n i zed that the financial cost of the measures discussed ab ove -wh i ch, I

would add, is a selective and not an ex h a u s t ive listing of needed re fo rms - exceeds the

possibilities of governments alone. It is accordingly necessary to support the action of the

State with an engagement of the entire national community, including the private sector, in
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o rder to spread basic education. It is also essential that the intern ational commu n i t y,

especially donor countries and organizations, act in a concerted manner to support national

efforts in keeping with the pledges made in Jomtien to work together to achieve education for

all. One especially promising approach is the use of ‘debt swaps’ tied to increased funding

for education for all strategies.

2. Prospects for the Future 

A f rica is mobilizing to add ress the pro blems of education with wh i ch the continent is

confronted. The leaders of Africa proclaimed 1996 as the Year of African Education as well as the

start of the Decade of Education in Africa. This reflects the keen awareness of the governments of

Africa that education represents an essential dimension of development. For the historical reasons

discussed above, Africa is far behind other major regions of the world in the areas of education and

t ra i n i n g. This is a major ch a l l e n ge for a continent wh i ch is also afflicted with nu m e rous other

p ro blems including malnu t rition, inadequate health care and a growing degra d ation of nat u re

environments. 

The development of basic education cannot be achieved through speeches and declarations

of intent; it re q u i res the establishment of we l l - d e fined and obtainable objectives and the

implementation of national and regional programmes based on efficient information systems and

effective management. Such programmes will require sacrifices, efforts and imagination: 

・ the mobilization by African gove rnments of their financial, human and mat e rial re s o u rc e s

together with the provision of adequate international support to complement national efforts; 

・ a concrete response to the proposal in the 1994 Human Development Rep o rt calling fo r

major reductions in military budgets; 

・ the encouragement of the private sector and non-governmental organizations to play a greater

role in the field of basic education; 

・ the establishment of a true partnership between national authorities, communities, NGOs and

o t h e rs cap able of supporting basic education, including an effe c t ive decentra l i z ation of

resources and authority and the promotion of active participation at all levels.

The involvement of the regional and sub-regional educational networks established in Africa

to share ex p e rience among countries in the fo rmu l ation and implementation of basic educat i o n

policies is a positive factor promoting the success of national effo rts. Intern ational discussions

aimed at promoting education in Africa are taking place within the UNESCO General Conference,

the Association for the Development of Education in Africa, and the Forum for African Women
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E d u c ationalists - as well as in ex p e rts meetings wh i ch provide fo rums for the ex ch a n ge of

experience, both successful and unsuccessful. International support, however, needs to be solidly

l i n ked to dynamic national programmes of action involving all fo rces and sectors wo rking fo r

development.

I will end this presentation with this thought: if the destiny of education in Africa is truly in

the hands of Africans, is it not desirable that donors conceive and accept a new mode of co-

o p e ration, namely that they support systems of education in Africa by wo rking together with

A f rican educat o rs and ensuring that their contri butions support the ach i evement of establ i s h e d

national objectives? The success of international assistance can be judged by only one criterion: the

success of the national programmes that it supports. 

L a s t ly, let me ex p ress my fi rm conviction that with the va l u able Special Initiat ive of the

Secretary-General of the United Nations, launched in March 1996, which makes basic education

the corner stone of all development, the African States, thanks to their own efforts and perseverance

as well as to the effe c t ive aid of their national and intern ational part n e rs, will surmount all the

enormous difficulties that confront them and achieve the goal of bringing education to all in the

near future. My conviction, I would add, is further strengthened by the fact that the Afri c a n

Ministers of Education have adopted this initiative and integrated it into their own plans of action.

Yes, the ch a l l e n ge is gre at and the difficulties daunting, but Afri c a ’s leaders and its people are

firmly convinced that there can be no meaningful and lasting development without education. 

21



ANNEX

List of Tables 

1. Gross Enrollment by Gender for Selected Countries: Primary Level from 1960 to 1983 

2. Gross Enrollment for Selected Countries: Primary Level 

3. Sub-Saharan Africa: Literacy and Progress in Schooling 

4. Literacy: Countries with High Rates and Countries with Low Rates 

5. Structural Adjustment Programme of the Education Sector (PASE) 

Basic Education in Sub-Saharan Africa -- its History and Prospects

22



Basic Education in Sub-Saharan Africa -- its History and Prospects

23



Basic Education in Sub-Saharan Africa -- its History and Prospects

24



Basic Education in Sub-Saharan Africa -- its History and Prospects

25



Basic Education in Sub-Saharan Africa -- its History and Prospects

26



1. PANEL DISCUSSION  I.

“Problems, Issues and Opportunity of Basic Education 
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Science and International Affairs Bureau,
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Professor, Faculty of Human Sciences, Osaka University

1. Introduction

" The Wo rld Confe rence of Education for All (WCEFA)," wh i ch was held in Thailand in

1990, re n ewed and disseminated ap p re c i ation of the gravity of the current status of education in

developing countries and deepened recognition of the importance of aid in the field of education.

Basic education in developing countries faces both quantitat ive and qualitat ive pro blems. Th e

" D e cl a ration" adopted during this confe rence stro n g ly advo c ated that these developing countri e s

and donor organizations must each initiate action toward resolving such problems as well as the

necessity of disseminating "functional literacy" with the aim of achieving fuller social participation

by community residents. Moreover, the educational issue is a basic problem that is interwoven with

s u ch global pro blems as env i ronmental pre s e rvation, population growth, health, and pove rt y. In

other words, education is a field that always demands attention during consideration of any other

field. From this perspective, the improvement of basic education as advocated during EFA can be

said to be an urgent task.

When considering aid for education, particularly in the field of basic education, Sub-Saharan

Africa ranks alongside South Asia and Central and South America as one of top-priority regions. I

thus believe that the holding of this international seminar on this occasion has been well-timed.

This seminar provides a favorably opportunity because the orientation of Japan's ODA has

recently been undergoing vast transformation, and one factor of change is that Sub-Saharan Africa

and basic education have come to occupy important roles in ODA. In this sense, aid to Sub-Saharan

A f rica for basic education is an issue that cannot be ove rl o o ked when considering Japan's ODA

record during recent years.

On this occasion, I would like to discuss the following three points:

・ What problems does Sub-Saharan Africa face in the field of basic education?

・ What are the best approaches to education aid in Sub-Saharan Africa?

・ How should this issue be positioned within the trends of Japan's aid for education?
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F u rt h e rm o re, though I mentioned the trends of Japan's aid for education, such assistance

from the Ministry of Foreign Affairs, JICA, the Ministry of Education, Science, Sports and Culture

( M o n bu-sho) and the unive rsities have their own ch a ra c t e rs. In this respect, I would like to also

discuss initiatives by the Ministry of Education, Science, Sports and Culture and the universities, a

topic which is rarely introduced in a seminar of this nature.

2. The Problems of Basic Education in Sub-Saharan Africa

Within its fiscal 1996 budget, Japan has placed unprecedented priority on aid to Africa.  One

reason is that Sub-Saharan Africa is thought to be facing numerous problems in the field of basic

education.

The majority of Sub-Saharan African countries have made tremendous effo rts towa rd

e d u c ational development since gaining their indep e n d e n c e, because the colonial gove rn m e n t s

p rovided education wh i ch aimed at training gove rnment offi c e rs wh e reas national education wa s

scarcely conducted. From the 1960s to the 1970s, primary school enrollment rates and literacy rates

rose at high levels.  From the 1980s onward, however, most of the countries have entered a phase of

economic difficulties. Even today, critical economic circumstances prevail in Sub-Saharan Africa

and 31 of its countries require the Special Program of Assistance for Low-Income Debt-Distressed

C o u n t ries in Sub-Saharan Africa (SPA) wh i ch consists of aid for stru c t u ral adjustments.

F u rt h e rm o re, from a social standpoint, population growth rates remain high and the influx of

p o p u l ation into urban areas continues. From a political standpoint, a number of countries are

u n s t able and there are also countries wh i ch are ex p e riencing civil wa rs. These economic, social,

and political difficulties are thus casting dark shadows over educational development.

2.1  Sluggish Growth in Primary School Enrollment Rates

In the field of education, unstable socioeconomic circumstances are manifesting in the form

of stagnant growth in primary school enrollment rates.  From the 1950s to the 1970s, the overall

primary school enrollment rate for developing countries rose about 10% every ten years, generally

reaching a level of 60 to 70% in 1980.  During the 1980s, however, enrollment rates stagnated in

low-income countries, particularly in Sub-Saharan Africa, and even decreased in several countries.

Wh at are the causes for this stag n ation or decrease in enrollment rates? Th e re are thre e

conceivable causes. The first reason is that because primary education has spread to the level of 80

or 90%, new enrollment targets have shifted to socially marginal groups which require even greater

efforts for enrollment. The second reason is the decrease in school construction due to cutbacks in

education expenditures as a result of economic crises. The third reason is the growing number of

ch i l d ren who cannot attend school because of an increasing pove rty sector and the adoption of
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tuition systems by schools.

Although the fi rst cause is a pro blem of educational development, the second and third

causes are related to financial policy because they represent problems of the safety-net programs

concerning structural adjustments.

In addition, the extended economic crises are drying up social overhead capital and

weakening the communities. Because primary schools in Sub-Saharan Africa have historically been

s u p p o rted by the commu n i t y, the administration and operation of pri m a ry schools are being

seriously affected by the weakening of communities.

2.2  Decline in the Quality of Education

The second cause is the declining quality of education. In many countries, due to financial

crisis and structural adjustment policy, the educational budget is being throttled and governmental

employees involved in education are being laid off. As a result, because school construction cannot

ke ep up with the increasing number of ch i l d ren, the learning env i ronment of ch i l d ren is

deteriorating such that 100 students study in a single classroom, there are shortages of desks, chairs,

and textbooks, and so fo rth. In addition, teach e rs' wages are suppressed at low levels wh i l e

opportunities for teacher training are decreasing, thus  obstructing the intellectual advancement of

teachers and lowering their social status.

2.3  Weakening of Secondary Education

R ega rding secondary education, because intern ational orga n i z ations and donor countri e s

h ave shifted their focus to basic education since the 1990s, the scarcity of ove rseas aid fo r

secondary education has started to exert the reverse effect of impeding educational development.

Even in Sub-Saharan Africa, the number of applicants to lower secondary schools has risen

sharply due to the increased social importance placed on academic backgrounds in countries where

p ri m a ry education has become somewh at widespre a d. To ensure that each stage of education is

meaningful, the ch a l l e n ges facing secondary education are to provide career counseling to

graduates, grant academic qualifications, and so on.

2.4  Problems of a Multicultural, Multilingual Society

The nations of Sub-Saharan Africa are multiethnic countries. Since their indep e n d e n c e,

many countries adopted a national curriculum as basic education to promote national unification.

At present, howeve r, there is a growing need for basic education that respects the ch a ra c t e ri s t i c

c u l t u re or language of the re s p e c t ive ethnic groups comprising each country.  This will re q u i re

reviews of linguistic policy and the mass media regarding the use of ethnic languages as well as
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consequent educational reforms.

2.5  Increase in Regional Disparities

Economic disparities between urban and rural areas are deeply linked to disparities in the

e d u c ational env i ronment. An economic crisis in a ru ral area we a kens the fo u n d ation of the

c o m munity wh i ch, in turn, we a kens the fo u n d ation for basic education. Furt h e rm o re, the stro n g

preservation of traditional social norms and values in rural areas exerts a negative impact on entry

into lower secondary schools and the promotion of school enrollment of girls and women.

3. Aid for Education in Sub-Saharan Africa

Up to now, education aid provided by Japan to Sub-Saharan Africa has concentrated on

upper secondary education and vo c ational tra i n i n g, with a focus on school construction and the

dispatch of JOCV (Japan Overseas Cooperation Volunteers) corps in the field of basic education.

3.1  School Construction

O ver the past seve ral ye a rs, schools have been consecutive ly constructed mainly in We s t

African countries through grant-aid. I had the chance to personally visit primary schools in several

countries last year but, as a rule, school construction was judged necessary in every case due to the

i n a d e q u a cy of the school buildings. Besides the buildings themselves, there are simu l t a n e o u s

s h o rt ages of eve rything else, including toilets, wells, fences, desks, ch a i rs, and textbooks. I wa s

made aware of the effect of cutbacks in government budgets combined with suspended functioning

even in areas that had been traditionally shouldered by the community.

There are also deficiencies in teacher training and the posting of teachers to schools. It will

thus be necessary to coord i n ate activities for school construction, the training and posting of

teachers, and the reinforcement of local education administration organizations.

3.2  JOCV (Japan Overseas Cooperation Volunteers)

JOCV members dispatched to Africa in the field of education have mainly been involved in

s c i e n c e, mat h e m atics, and technical know l e d ge at the level of lower secondary education. Th e

competence of Japan's JOCV corps in the educational sector have earned high acclaim. This reflects

Japan's ch a ra c t e ristic of gat h e ring excellent human re s o u rces in the field of education. Th e

p ro blem, howeve r, is commu n i c ation skills. Japanese people have studied the English language

since junior high school but have almost no opportunity to study the French language.
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Although the JOCV corps make a significant contri bution in terms of human re s o u rc e s ,

cooperative activities with other schemes will be necessary to support the problems of Sub-Saharan

Africa in the field of basic education.

4. What are the Best Approaches to Basic Education in Sub- Saharan Africa?

E d u c ation aid by JICA has fundamentally been implemented on the basis of the

re c o m m e n d ations of "The Study Group on Development Assistance for Education and

Development" which convened in 1993 1. Accordingly, the field of basic education is given priority

even in the case of Sub-Saharan Africa. Japan has little ex p e rience with assistance for basic

e d u c ation in Sub-Saharan Africa and has also conducted little re s e a rch on that theme. It is thus

difficult for me to speak on the basis of corroborative evidence about the issue of Japan's aid for

basic education in Sub-Saharan Africa. Consequently, I would like to proceed to give a summary of

my personal opinions.

4.1  Support to Safety-Net Programs

C o n s i d e ring the decreasing tendency of education bu d gets as a result of stru c t u ra l

adjustments, the expansion and improvement of safety-net programs becomes essential to basic

education. It will surely be necessary to study the feasibility of school construction and support for

t extbooks within the fra m ewo rk of safety-net programs. Furt h e rm o re, deb ate over the bu rden of

recurrent costs should also be examined in relation to structural adjustments.

4.2  Limits to an Approach from the Educational Sector

As described in Chapter 2, the dimension of each educational problem in Sub-Saharan Africa far

exceeds the re a ch of an ap p ro a ch from the educational sector alone. Although initiat ives by the
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Japan's basic policy for education aid is based on the following recommendations by the "Study Group on Development Assistance
for Education and Development" (Tsuneo Iida, Chairman), which convened in 1993.
・ Expand aid for basic education: Despite Japan's high levels of education and strong public awareness of the importance of

education, education aid has thus far accounted for only about 10% of Japan's total ODA.
Consequently, it should be increased at least 2-fold to 15% by the year 2000.

・ Stress aid for basic education: Quantitative and qualitative improvements of basic education constitute an urgent task in
view of their essential nature.
Up to now, Japan has provided relatively little assistance toward basic education compared with other. In the future, basic
education is a field which should be given priority.

・ Tailor aid to stages of each country's educational development: Developing countries have diverse requirements with
respect to aid for education.
International organizations and donor countries now tend to increase their stress on basic education, however, and are
rapidly shifting their aid toward basic education from vocational and technical training and higher education.  To maintain
a balance between each educational stage for the educational development of a recipient country, the overall educational
development of that country must considered and aid must be implemented according to the current stage of its educational
development.



educational sector are indispensable to coping with such problems as population growth, increasing

p ove rt y, we a kening communities, and the transition to a mu l t i c u l t u ral multilingual society, such

initiatives must be implemented as a single part of a comprehensive policy. The current activities of

school construction and JOCV dispatch will also need to be planned in coordination with higher-

level programs. 

4.3  Tie-Ups with Local Specialists

Up to now, Japan's aid programs have been formulated and implemented by Japanese people.

The educational issues of each country are best understood by specialists in the country concerned.

In particular, there are few Japanese researchers who specialize in education in Sub-Saharan Africa.

Cooperation with specialists (of diverse nationalities) in the field will thus be essential. Especially

when implementing a technical cooperation program, it will be necessary to consider the

framework of not only Japanese specialists and local counterparts but also a framework that permits

hiring of local specialists and local NGOs.

4.4  What can the Educational Sector do for the Community?

In any country, participation and support from the community are crucial to basic education.

At the same time, schools have served as the cultural hub of their community. This also holds true

in Sub-Saharan Africa. Consequently, a measure to strengthen schools also serves as a measure for

s t rengthening the commu n i t y. Aid for basic education must be considered as measures for ru ra l

development and community support.

5. Initiatives by Japan's Ministry of Education, Science, Sports, and 
Culture and the Universities

O fficial development assistance by Japan's Ministry of Education, Science, Sports and

C u l t u ral has mainly consisted of re c e iving ex ch a n ge students from ab road and conducting

academic exchange. Participation in educational cooperation implemented by exchange students or

other types of ODA has been ra re. As the fi rst ODA policy paper on education, howeve r, "Th e

Report Regarding Promotion of International Cooperation in the Field of Education Responding to

International Needs" was presented in June of 1996. It is a report compiled by the Conference for

International Educational Cooperation Responding to Current International Needs.

This rep o rt is divided into three ch ap t e rs. The fi rst ch apter states the growing need fo r

e d u c ational cooperation, and the second ch apter describes the ori e n t ation of educat i o n a l

cooperation. In particular, it discusses the importance of primary and lower secondary education,
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perceives international cooperation as the task of universities and other educational institutions, and

also states the necessity of forming an organization for that purpose.

The third ch apter proposes seven specific policies, among wh i ch I believe the most

i m p o rtant to consist of the dispat ch of educational adv i s o rs to developing countries, the

establishment of international cooperation centers at universities, and the training of consultants.

5.1  Dispatch of Advisors

R ega rding the dispat ch of adv i s o rs to the Ministry of Education in developing countri e s ,

Japan has already established a favorable record in such countries as Indonesia, Cambodia, and the

Dominican Rep u bl i c. JICA now fo l l ows a policy of increasing its number of adv i s o r- t y p e

specialists, and there will sure ly be more in the ye a rs to come. The duties of adv i s o r- t y p e

specialists, howeve r, differ from those of conventional specialists engaged in technical tra n s fe r.

Therefore, the efficacy of advisor-type specialists presents an issue for future deliberation.

5.2   International Cooperation Centers

The Japanese government's draft proposals for fiscal 1997 include the establishment of an

i n t e rn ational cooperation center at Hiroshima Unive rs i t y. This center will serve to pro m o t e

i n t e rn ational cooperation in the field of education. From fiscal 1997 onwa rd, Japan aims to

successively establish international cooperation centers in the fields of medicine, agriculture, and

engineering. It  also intends to form a consortium of universities around each center, in anticipation

of organized implementation of education aid programs by each consortium.

5.3  Training of Consultants

Up to now, there have been few developmental consultants in the field of education. Th e

wo rk of a developmental consultant consists of fo rming liaisons between the teaching staff and

re s e a rch e rs of JICA, OECF (Ove rseas Economic Cooperation Fund), unive rsities, and other

institutes during the fo rmu l ation and implementation of education aid programs. Due to the

expectations placed on intellectual contributions by universities during the forthcoming shift in the

focus of assistance from quantity to quality, the training of educational consultants will be essential.

6. Closing

What are the keywords for education aid in the future? From the perspective of the preceding

discussion of basic education in Sub-Saharan Africa, I believe that two key wo rds may be
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"multisectoralism" and "multiculturalism," which both begin with the prefix "multi."

From a mu l t i s e c t o ral standpoint, no progress can be made with the pro blems in the basic

education sector by concentrating on basic education alone. Moreover, community problems cannot

be solved only by support on the community level. Teamwork between both the central government

and the community will be required, and support that links both parties will also be needed. As a

result, a multisectoral approach becomes an inevitable requirement.

A mu l t i c u l t u ral ap p ro a ch will be needed not only because the educational issues invo l ve

multiethnic countries but also because modern educational issues are multicultural. Future aid for

education will surely require intellectual support not only in economics and education but also in

such fields as sociology and anthropology.

When considering teaching methods and teacher tra i n i n g, as another term with the pre fi x

"multi," "multimedia" technology also becomes important because the advent of new media known

as multimedia will open doors to unprecedented approaches to education and training. I imagine

that the use of multimedia might even reinstate an outdated type of education aid (leader training)

in a new form.
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RATIONALE  FOR  INVESTING  IN  EDUCATION

1. No nation has ever had significant economic development without achieving a broad based

education for its population.  Investment in education has been found to be the most cost-effective

means of achieving poverty-related objectives such as better health and nutrition and lower fertility

rates.. The strong synergy between investments in education, health, nutrition, and family planning

is part i c u l a rly important in SSA wh e re mat e rnal mort a l i t y, child mortality and fe rtility rates are,

re s p e c t ive ly, about 55%, 65% and 80% ab ove the ave rage for developing countries.  Educat i o n ,

especially of girls, is one of the most effective investments to reduce fertility levels: estimates from

20 countries suggest that fertility and child mortality decline by 5%-10% for each additional year of

primary education, other factors equal.  The 1993 World Development Report concluded that the

benefits of educating girls is sufficiently high on health grounds alone to make such investments

attractive even before other benefits are taken into account.. 

2. In addition to these direct economic outcomes, education is also the necessary bedrock of

social, economic and political development.  Education is important for cre ating enabl i n g

conditions for sustaining ch a n ge.  A well educated populace is necessary to bring ab o u t

technological innovation and to adapt and modify it in the context of local conditions and realities.

Similarly, a well educated and competitive labor force is an important factor in attracting foreign

investments.  SSA needs to urgently revitalize its education systems in order to benefit more fully

from increasing global economic integration and technological dynamism.

3. While investing in education is a necessary condition, it is not sufficient to ach i eve

sustained economic growth.  Past lessons show that when economies are badly manage d, such

investments may go to waste.  The contribution of education to economic growth depends largely

on the nature of the economic system which shapes the way skills are applied and made productive.

In addition, economic growth is necessary to sustain education expansion in that such grow t h

i n c reases reve nues ava i l able to education both from the public as well as from private sourc e s .

P rograms to support education development, there fo re, need to be situated within a solid

m a c roeconomic fra m ewo rk.  While re s e a rch findings from across the wo rld show that educat i o n
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does contribute to aggregate output, this linkage is less robust for SSA countries--reflecting factors

s u ch as a lack of complementary inputs into education, weak institutional capacity and other

obstacles that prevent full utilization of skills.  Much greater attention, therefore, needs to be given

not just to the quantitative expansion of education in SSA but even more importantly to inputs that

raise the qualitative outcomes of education programs. 

CONTEXT  OF  FINANCING  EDUCATION  PROGRAMS 

One Size does not fit all

4. S u b - S a h a ran Africa is large.  It comprises 48 countries with a 1995 population of 583

million who speak over 1,000 languages.  This discussion, based on ave rages, masks import a n t

country differences, some of which have important implications for the design and implementation

of education programs.  They include:

・ Economic Diversity:  while the average GNP per capita is $490, there are 7 countries with

GNP per capita of over $1,000 (Botswana, Gabon, Mauritius, Namibia, Seychelles, Swaziland and

South Africa).  Secondly, while economic growth has ge n e ra l ly been quite sluggish and often

negative, 20 countries registered GDP growth rates of more than 4% between 1994-96.  Seven of

them (Lesotho, Equat o rial Guinea, Togo, Uganda, Angola, Eri t rea, and Chad), regi s t e red grow t h

rates of more than 6%.

・ Political Dive rs i t y - Th e re are about 30 emerging democracies in SSA with a grow i n g

enlightened civil society.  They include Uganda, Ghana, Mali,  Kenya, South Africa where greater

p a rt i c i p ation of the civil society in the design and implementation of education programs is

important for sustainability.  Countries such as Angola, Mozambique, Uganda, Ethiopia and Eritrea

wh i ch are emerging from civil turmoil have special financing needs to inter alia support the re -

building of education infra s t ru c t u re.  About 13 countries are in civil turmoil.  Th ey incl u d e

Somalia, Rwanda and Burundi where support to education is severely constrained by the instability

and insecurity.

・ H i s t o rical Dive rs i t y - Francophone countries such as Senegal or Guinea ge n e ra l ly have

l a rge public-sector led systems with a strong role for the central gove rnment.  Anglophone

countries such as Ghana, Uganda or Kenya have a more mixed education system characterized by a

s i g n i ficant non-public and decentra l i zed system of education provision.  Lusophone countri e s

wh i ch include Mozambique and Angola inherited socialist fo rms of gove rnment that are publ i c -

sector led.  Then there are the countries that are multi-lingual  -Cameroon, Mauritius or South
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A f rica wh i ch are grappling with harmonizing often diametri c a l ly opposed systems of educat i o n

even as they try to use education to build social cohesion.

Population Growth that Outpaces Resources Available to Education 

5. B e t ween 1995 and 2020 the population of pri m a ry school age ch i l d ren is projected to

increase by 52% in SSA and by 25% in MNA while in all other regions of the world it will be on

the decline (chart 1).  Because of this rapid population growth, 65% of the population in SSA is less

than 25 years old as compared to 53% in Latin America, 47% in East Asia and 35% in developed

c o u n t ries.  Growth in the number of school age ch i l d ren has outstripped the increase in the

resources available to education.  Although the number of school pupils is very large (71 million in

primary and 17 million in secondary schools) this represents only 73% and 24% of the relevant age

group.  The situation  cre ates a vicious cy cle of high population and low education cove rage

because education (especially of girls) is one of the most effective investments to reduce fertility.

Heavy Debt Overhang

6. The aggregate debt for SSA increased from $84 billion in 1980 to $190 billion in 1990 and

to $223 billion in 1995.  Currently, debt servicing as a proportion of total exports is close to 20%.

For several countries servicing of external debt constrains government investments in education and

related investments.  The debt initiative - Heavily Indebted Poor Countries Debt Initiative (HIPC)-

which is currently under discussion is intended to ease debt to sustainable levels for some of these

countries.  An important aspect of this initiative is that it will be linked to performance of the policy

re fo rm and especially the effect policies have on reducing pove rt y. The program will monitor

actions to improve allocations in public expenditures especially in basic health care and education.

Uganda is expected to be one of the first countries to benefit from HIPC.

THE  CHALLENGE  OF  FINANCING  SUSTAINABLE
EDUCATION  PROGRAMS

Low Access to Education at all Levels. 

7. The low level of educational development in SSA severely constrains economic growth and

poverty reduction.  Unless special action is taken, many SSA countries will not achieve the Beijing

goals or the DAC goals for education - 15 countries in SSA out of 18 countries wo rld wide are

u n l i ke ly to ach i eve 100% completion of pri m a ry education by 2010 while another 18 out of 34

countries identified as unlikely to achieve 60% entry into secondary school by 2010 are in SSA.

39



8. Primary education - Between 1960- 1980 the enrollment ratio grew from 36% to 81% then

declined to 73% in 1990.  (Chart 2). Only about 50% of those who enter grade one complete grade

5.  While some countries are taking measures to reve rse the decl i n e, some 12 of them have

enrollments of less than 50% (Map 1).  As a result the average literacy rate is about 50%.  The

World Bank is in the process of establishing a special action program for these 12 countries which

will support gove rnments to accelerate the pace of pri m a ry school expansion.  Proposed action

i n cludes: (i) policy actions to increase pri o rity to basic education, (ii) ex t e rnal support to

governments to address intractable policy/technical barriers that have hindered the development of

basic education (iii) strengthening the effe c t iveness of ex t e rnal assistance to education and (iv )

increasing the synergy between the World Bank and other development partners.

9. Secondary education - Enrollment in secondary school is about 24% of the relevant age

group.  This is as compared to 46% enrollments for all developing countries.  In many countries the

expansion of high quality general education, especially in science education streams is important in

order to provide the necessary middle level manpower.

10. Higher education - There are about 150 universities in SSA with average enrollments of

6,000. Only a dozen are private mainly linked to intern ational re l i gious orga n i z ations. Te rt i a ry
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education in SSA is growing at 4% of the relevant age group compared to 15% for the Arab states
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and 18% for Latin America.  As public resources have become constrained, most universities have

been starved of re s o u rces for qualitat ive expansion leading to a major decline in the quality of

programs.  The most urgent need is to selectively expand tertiary education and to revitalize it in

o rder to cre ate the requisite intellectual leadership that will help the region bri d ge the gap and

integrate with the rest of the world.  A key challenge is to manage the political economy of reform

in higher education in a manner that helps move finances away from regressive transfers to students

t owa rds teach i n g, science, tech n o l ogy and re s e a rch  Seve ral countries are in the process of

ex p l o ring sustainable ways of reducing the role of the public sector in the financing of higher

education.

Gender Equity

11. E d u c ating gi rls remains one of the most important investments and yet many of the

e d u c ation programs in SSA are ch a ra c t e ri zed by a large gender gap.  The ch a l l e n ge is not just

enrolling girls in school but enabling them to complete the cycle once they are enrolled.

Low and Declining Quality

12. At all levels of education, quality of education is a major constraint to achieving the full

b e n e fits of education.  Quality has become incre a s i n g ly eroded by a combination of fa c t o rs that

i n cl u d e, inadequate funding and slow economic growth.  This has led to a short age of learn i n g

materials, effective teacher training programs, outdated curricula, a large regional and gender gaps

and graduate unemployment.  It manifests itself in high repetition levels (see Map 2), low levels of

completion only about 50% of those who enter grade one complete grade 5.

What would all this Cost?

13. The foregoing indicate that SSA deserves an education system it cannot afford.  UNICEF

estimates that the achievement of UPE over the next decade in SSA would cost a total of US$25

billion.  This would re q u i re an additional allocation of ap p rox i m at e ly 0.7% of GNP to pri m a ry

education excluding costs of construction. This means that primary education budgets would need

to increase on average 5-6% per annum over the next decade. This will not be feasible in many

countries.  On average, SSA countries spend 4.4% of GNP on education which is higher than other

developing countries (see Chart 3 & 4, Map 3 & 4 and Table 3 & Chart 4).  These estimates hide

wide diffe rences, for ex a m p l e, low enrollment countries such as Niger or Ethiopia wh i ch wo u l d

need an average of 2% increase in GNP while Zambia or Uganda would require less than 0.5% of

G N P.  How then do countries develop compre h e n s ive, ro bust education systems in a context of

severe resource constraints?
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OPPORTUNITIES  FOR  DEVELOPING  SUSTAINABLE
EDUCATION  PROGRAMS 1

Forging Effective Partnerships

14. About 90% of re c u rrent education costs are financed by the countries themselves.  No

external effort can substitute for this effort.  External partners have an important role, however, to

support initiatives which enable Africans to gain control over their education systems, to promote

Africa-led efforts to improve quality and to develop and implement programs from locally owned

strategies.  This requires fostering partnerships between governments and the private sector; south-

south cooperation, regional cooperation, and country-led donor coord i n ation.  Some of these

partnership have proved very effective.  Examples include the Association for the Development of

A f rican Education (ADEA) rep resented at this confe rence; Fo rum for African Wo m e n

Educationalists (FAWE) which supports policies for the promotion of girls and women’s education,

and the Sector Investment Program (SIP).  Currently, SSA is implementing several SIPs.  SIPs have

p roved effe c t ive in enabling countries to develop their education systems in a coord i n ated and

balanced manner because they: (i) are country led; (ii),they situate the education investment in a

macro-economic and sustainable sector policy framework (iii) and are developed in coordination

with ex t e rnal part n e rs all of whom agree to provide their support within this fra m ewo rk. Th e

recently launched UN initiative aims to increase the attention and support given to Africa by the

international community and to accelerate the process of development.  One of the components of

this initiative supports basic education.
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Table 5 summarizes the World Bank program on education in SSA and highlights some of the key issues per coutry. Current World
Bank portfolio comprizes 48 projects with a total credit amount of US$4.54 million. Projects support all levels of education.

Ethiopia: An opportunity for collaboration

JICA would be a welcome partner in Ethiopia for support of the Gove rn m e n t ’s pro p o s e d

sector development programs in education and health.  The fo rthcoming March 12 - 14

G ove rnment-donor wo rkshop in Ethiopia will provide an opportunity for JICA to ex p l o re

different avenues for its support of these programs. 

The workshop will discuss Government’s proposed sector programs for health and education,

review international experience with implementation arrangements for sector programs, and

develop a series of next steps for donors to work with the Government in preparing the two

sector programs for financing.  



Capacity building:

15. Helping countries develop their capacities to establish sustainable policies and investment

programs to promote basic education and quality improvements is a key element to sustainability.

This includes support to institutional development, the strengthening of managerial, administrative

and planning capacity both at the central and local levels.  A major bottleneck to effective planning

and management of education programs is a lack of accurate and comprehensive data on  the status

and performance of the education system.  External support for well coordinated programs for data

collection, analysis and dissemination, especially if funded at a sub-regional level would be an

important input into capacity building.  Capacity building would also include support to selective

t raining and development of nationals, and support to the development of altern at ive and non

traditional methods of education delivery that might be more cost effective.

Supporting Education Reform

16. At the heart of sustaining education programs under conditions of fiscal constraint is the

need to support reform that:

promotes sound economic policies which will in turn create the enabling environment for

full utilization of skills;

provides sufficient funds to develop balanced education programs.  Given the high level of

p u blic ex p e n d i t u re on education in many countries, ex t ra funding would need to be

m o b i l i zed from communities, the private sector and ex t e rnal part n e rs (who under cert a i n

circumstances would need to support recurrent current costs).  Investment in high quality

basic education is absolutely key not just as a pre-requisite to poverty reduction and  also

because it establishes strong fo u n d ations for post-pri m a ry education and tra i n i n g.  Th i s

should, however, be developed in the context of broad based education at all levels.

Financing Sustainable Education Programs in Sub-Saharan Africa: Challenges and Opportunities
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A starting point could be identification of a consultant to joint a Government-donor team for

i d e n t i fi c ation mission in early May.  We anticipate donors wo rking in part n e rship with

Government counterparts to prepare components of the program.  JICA could easily identify

in the March workshop a component area where it could take a lead role in preparation of the

component for financing.  

There is a lot of flexibility for JICA to join the Government-led partnership and work on its

own priority areas with assurance that parts will add up to a coherent program of support for

education and/or health.

・

・
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ensures that resources are utilized for improving learning outcomes -- in many countries in

SSA more than 80% of the education recurrent budget covers salaries and emoluments and

student welfare.  This squeezes out learning materials, teacher training funds and funds for

s chool maintenance.  The political economy of qualitat ive re fo rms re q u i res sharp e r

i n s t ruments for measuring and monitoring learning outcomes as well as a better

understanding of the qualitative outcomes of education investment.

t h e re is distri butional effi c i e n cy in the allocation of re s o u rces -- Data for eight SSA

countries show that the 20% of the population with the highest income receive on average

34% of public education ex p e n d i t u res while the poorest 20% re c e ive only 12%.  Fo r

countries such as Colombia or Malaysia the distribution is the reverse - about 28% for the

poorest 20% and 11% for the richest.  In addition, unit costs for secondary education are on

average 3 times those of primary while at the university level, they are more than 20 times

those at the primary level.
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MAP 1

Sub-Saharan Africa Primary School Enrollment Ratio
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MAP 2

Sub-Saharan Africa Primary Repetition Rate
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MAP 3a

Sub-Saharan Africa GDP per Capita (US$), 1995  
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MAP 3b

Sub-Saharan Africa Public Expenditure on Primary Education as Percentage of GDP,

1992
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DISCUSSION  I

Ms. Yokozeki: Now, we would like to ask the members of the panel to make statements.  We are

discussing the current situation in terms of education in African countries and also one

point we would like to raise is the school re l eva n cy.  We would like to ask Mr. Rich a rd

Sack to give his opinion about the school relevancy to start with.

Mr. Sack: Thank you very much.  As Ms. Kagia pointed out, probably the most serious issue here

is that of quality.  Working on improving quality evokes a number of issues, or let's say that

the issue of quality is an issue that has three sides, as I see it in any case.  One side is

indeed this question of relevance.  And when we talk about the relevance of education, we

a re talking about a mu l t i faceted concept.  We know that re l evance is transmitted by a

number of aspects of the educational system; the curriculum wh i ch conveys pre s u m ably

re l evant or irre l evant mat e rials; the language of instruction, wh i ch is cl e a rly re l evant or

irrelevant to the daily lives of the early children;  the organization of the school system -- is

it appropriate, is it adapted to the conditions in which teachers, administrators, tax payers

live?; linkages to the work force to the productive lives of the community, and indeed, the

role of the community.  All of these are factors that play a role in relevance.  But the roles

t h at these fa c t o rs play are anything but perfe c t ly cl e a r, anything but scientifi c a l ly cl e a r.

Th at's the pro blem with education.  It is not scientifi c a l ly founded in the same way that

medicine is scientifically founded.  We have no germ theory of learning, for example.

Another side to this issue is, are there new departures in teaching?  Is it possible that

with the new tech n o l ogies we will be able to orga n i ze schooling in ra d i c a l ly diffe re n t

ways?  Or maybe we need to organize schooling in radically different ways so that it is in

perfect harmony with communities, perfect harmony with communities that are, let's say,

rural.  Here we are talking about the methods of delivery of education.

And the third side to this issue as I see it is a  different sort of reflection, and that is if

you look around us, us meaning the whole wo rl d, and if you look at the history of

schooling, of mass schooling, of schooling -- you know, 100% or 50% or 80% of an age

cohort -- if we look around us throughout the history of mass schooling, we find incredible

d ive rgences, all the dive rgences you see throughout the wo rld in cultural terms, in

ge ographical terms, in cl i m atic terms, in ideological, re l i gious, economic, political and

everything else you can imagine.  The societies, communities, contexts have changed, have

evolved radically.  And yet when you look around you, when we look around us throughout

the world, something strange happens.  Schools seem to look alike all over the world.  The

c u rriculums may ch a n ge, but even then not terri bly mu ch.  So wh at we have is an

i n t e resting para d ox.  You have tremendous dive rgence around the wo rld and eve n

throughout the 150, 200 years of mass schooling, and rather impressive convergence of this
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phenomenon we call mass schooling.  When I say convergence, I mean you go to a school

and you'll see basically a homogeneous age cohort of children sitting down in front of a

teacher, in front of one adult authority figure with perhaps a few props such as a school

board or what have you.  They'll be studying by in large the same subjects, and the subjects

will be very largely the same.  Teaching math is teaching math, teaching science is teaching

science.

So here we have the three sides to this issue.  As far as I can see there is no truth.  I

h aven't been able to fi g u re out in any case wh at the perfect answer rep resents to these

questions.  And it's perhaps for this reason, because so many people have so many different

opinions on the matter, and indeed, what does it take to be an expert in education?  Very

often all it takes is to have been to school oneself, and to be a parent, and one considers

oneself an expert in education.  And this is perhaps one of the reasons why it's so difficult

for people to get together and coordinate their efforts as they work on and contribute to the

development in education in any particular country or community.  Thank you.

Ms. Yokozeki: Thank you very much, Mr. Sack.  I suppose it relates to the school effectiveness.

About this point would you make a comment?

Mr. Allsop: Thank you for this opportunity to talk about what is a growing field of literature on

school improvement and our understanding of what makes a difference in schooling.  There

is great interest in this area but I should warn you, I think, that perhaps it should come with

a gove rnment health wa rn i n g, like ciga rette sales because the quality of the literat u re is

very varied.  Most of the literature comes from the North and the methods used in many of

the studies are questionable.  But let's look for a moment at some of the evidence.  On the

overhead projector you will see a metanalysis by Fuller and Clarke of many studies which

try to show the different effects of different inputs to the school system.  Would you show

these 5 graphes. 

It looks easy, but it's  very difficult to deliver.  To say it is that teachers must be teaching

pupils for a significant number of hours in the week, and that their classrooms should be

rich in resources.  And I don't mean elaborate resources.  I mean textbooks and things with

which children can write, and on which children can write.  If we could guarantee that for

all our children in Sub-Saharan Africa, we would change the world.  That's the evidence

from school improvement analysis as we have it.  Thank you.

Ms. Yo ko ze k i : Thank you ve ry mu ch.  I think we can say from wh at has been said that the

contents or what is taught in schools or classrooms is very important, as Ms. Aïcha Bah

said and Mr. Utsumi said.  In African countries there are a number of different languages
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being used, so the question of language or language of instruction -- would you please

make a comment, Ms. Kagia?

Ms. Kagia: This is a highly divisive, highly emotive issue.  Sub-Saharan Africa has got between a

thousand and two thousand languages depending on how you count them.  A country like

Tanzania has got a 120 languages, Kenya has got 48, Zambia has got 7, and so on and so

forth.  How does a national government organize its learning process to make sure that you

t a ke into account the linguistic, pedagogical value while at the same time, taking into

account the political issues that language brings up.

Just to very quickly summarize, on the pedagogical side, as educators, there is no doubt

that you learn best in the language that you understand best.  When children go to school at

six, seven or eight years, and suddenly they have got to learn in a language they have never

e n c o u n t e re d, learning becomes an impossible exe rc i s e.  And it is not a surp rise that the

a ch i evement levels of many ch i l d ren in Sub-Saharan Africa by grade five are so mu ch

lower than those of their counterparts in regions where the language of instruction is the

same as the mother tongue.  So there are ve ry strong pedagogical reasons for using the

l a n g u age the ch i l d ren know best.  But there are also equally powerful reasons why

politically it becomes difficult.  One is that you want to use education to create national

cohesion.  So when you let people operate in fo rty diffe rent languages, or wh at ever the

number of languages are, how then do you forge national unity?  Secondly, when you've

got the languages that are spoken by as few as 5000 people, how many textbooks are you

going to print, and how do you standardize education programs at a national level to make
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sure that you don't introduce different equity problems?  And these are dilemmas that many

A f rican gove rnments are confronting for a long time through the 70s, the 80s.  I think

people just accepted -- let's educate in English, French, Portuguese, or whatever it is.  Now,

this is an issue that has come back into the forefront, and there was a ministers' conference

late last year to discuss the issue.  The World Bank is having a discussion of the issue, I

think, on the 26th of this month, and all I can say at this point is we do not have any one

solution, and wh at I would urge our part n e rs to do is to respect the decision that the

n ational gove rnment has made.  If they have decided to operate in English, support that

process as best as is feasible because it is one of those issues that doesn't have one.   You

s o l ve one pro blem and you cre ate others.  And I think it is best left to the nat i o n a l

governments to balance the trade-offs.  Thank you.

Ms. Yokozeki: Thank you very much.  Ms Aïcha Bah said in her keynote speech that when she

was serving as the Minister of Education, she traveled all over the country talking with the

task holders of education in order to promote educational reform.  Can you tell us a little bit

more about it, about those efforts?

Ms. Diallo: You have to do it because you have to convince the commu n i t y.  In order for the

community to participate, you have to convince them.  And the community you would like

to create is an environment which is favorable for the schooling of the children.  For this to

h appen, you have to do a lot of advo c a cy through campaigns by yo u rself or using the

media.  If the parents do not understand that education is important, they will not send their

children to school.  And the school has to belong to the community.  The school should be

the center of the community and the school should be used for formal education and for

non-formal education.  For instance, if you have some solar energy, you can use it at night

for non-fo rmal education.  And you can also use distance education in order to delive r

education for both parents and children and use it for teacher training also.  And the parents

in the community will be more interested in education if the program delive red is in

n ational languages because it has to be in a context wh i ch respects the culture of the

c o m mu n i t y.  The socioeconomic cultural context is ve ry important.  Th ey will be more

i n t e rested if the education program delive red in national languages are integrated in the

development programs such as population, water sanitation, and so on.  Thank you.

Ms. Yokozeki: Thank you very much.  Ms. Aïcha speaks in French.  But your English is lovely,

too.  We have no tro u ble in comprehending it.  It's been pointed out that issues ab o u t

education are manifold and they are all wholly inter-related, and so much efforts are being

made now in order to explore all those related issues so that education can be improved.  I

am sure we will be touching upon this in part two of the discussion.
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1. The growing concern for effective donor coordination seems to be directly proportional to

the decline in resources for official development assistance and the growth of “aid fatigue”.  These

factors appear to have prompted a number of agencies to see potential sources of efficiencies within

the overall aid efforts to a given country.  In spite of this, however, coordination-in-practice has not

come easy.  Often it ap p e a rs that eve ry b o dy wants to coord i n at e, and nobody wants to be

coordinated.

2. Not surp ri s i n g ly, effo rts at coord i n ation have taken a va riety of fo rms, with a va riety of

results, mostly minimal.  What follows is an overview of donor coordination practices and forms as

they have evolved in the recent past.

Forms of Coordination

Information exchange

3. This is a long practiced form of donor coordination.1 Initial efforts concentrated on issues

re l ated to educational innovations and existing re fo rms.  This led to the re a l i z ation that

" i n fo rm ation was simply not re a ching educational decision-make rs". This, in turn, led to

e s t ablishment of an Intern ational Educational Rep o rting Service within UNESCO's Intern at i o n a l

Bureau of Education in Geneva that was supported by seven donors of the "Bellagio group", with

an emphasis on research.2 IWGE—the informal “Working Group on Education” that is coordinated

by the IIEP— is the current incarnation of this spirit.
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1
Kenneth King, Aid & Education in the Developing World, Longman, 1991.  The history of "the inter-agency dimension of aid to
education: the search for consensus" is outlined in pages 12-16.
2
King, op. cit. p. 13.



4. Fo rums and netwo rking of va rious sorts have been the pre fe rred strat egy for this type of

c o o rd i n ation.  IDRC, for ex a m p l e, concentrated its effo rts on coord i n ating re s e a rch through the

R e s e a rch Rev i ew and Adv i s o ry Group (RRAG) wh i ch has become the Nort h e rn Po l i cy, Rev i ew,

R e s e a rch, and Adv i s o ry Netwo rk on Education and Training (NORRAG ) .3 The nu m e ro u s

meetings, journals, research reviews, etc. are testimony to the popularity and perceived usefulness

of this approach to donor coordination.

Policies and/or priorities

5. Global statements are ava i l able from seve ral agencies.  These statements  written on the

aggregat e, global level (for the wo rl d, a continent or a region)  provide clear indications of an

agency's priorities.  For example:

(a)  The Wo rld Bank has published documents that provide policy guidance of global or

continent-wide import .4 The thrust of the Bank's ori e n t ation  derived from re s e a rch and

extensive policy analysis  points towards priorities that favor, for example, the promotion of

basic cognitive skill acquisition.  This work has a coordinating effect to the extent to which

other donors use it in establishing their own priorities.

(b)  The Coopération française has published a document that outlines its priorities for education

in Afri c a .5 In addition to indicating pri o rities for ove rall quality and effi c i e n cy, with

emphasis on basic education, the Fre n ch document identifies pri o rities in the areas of:

( i ) " é va l u ation" (≈ policy/sector analysis) in order to promote Gove rnments' indep e n d e n t

c apacity for nego t i ating with the donors on whom they are large ly dep e n d e n t6; and (ii) a

programmatic approach towards educational renovation that includes pedagogy, the structure

of education systems and their management.

(c)  USAID operates under a Congressional mandate to put a major part of its re s o u rces fo r

education into the basic education.
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NORRAG's major activity appears to be the useful NORRAG News.
4
Education in Sub-saharan Africa: Policies for Adjustment, Revitalization, and Expansion, 1988.
A World Bank Policy Paper  Primary Education, 1990.
A World Bank Policy Paper  Vocational & Technical Education and Training, 1991.
Higher Education—The Lessons of Experience, 1994.
Priorities and Strategies for Education—A World Bank Review. 1995.
5
Ministère de la Coopération et du Développement, Enseignement et Formation en Afrique Subsaharienne: Orientations de la
Coopération française. Paris, 1992.
6
Otherwise, "la négociation des programmes d'urgence risque de tourner au monologue dès lors que l'un des négociateurs a le
monopole du diagnostic, des propositions et du financement." Ministère de la Coopération et du Développement, op. cit., p. 14.



Donor Coordination:Old Ways, Mixed Results and New Approaches

(d)  The African Development Bank and the Asian Development Bank have published statements

relative to education.7

(e)  The United Nations Development Program (UNDP) publishes annual Human Development

Reports (HRD) that attempt to look beyond the formation of human capital and examine its

use for wo rk, leisure or political and cultural activities.  These Rep o rts do not dire c t ly

address  educational issues but, rather, attempt to place human capital formation in a context

broader than that of economic development and its usual statistical indicators.

6. Agency documents provide strong indication of existing and/or potential common ground for

donor coord i n ation around pri o rities that curre n t ly include an emphasis on pri m a ry educat i o n ,

qualitative improvements at all levels, and improved internal and external efficiency.  One function

of these statements is that the donor community at large is informed of the "official positions" and

l i ke ly actions of other members of the commu n i t y.  Such documents have a strong coord i n at i n g

effect.

7. The perva s iveness of the emphasis on basic education is notewo rt hy given the Wo rl d

C o n fe rence on Education for All that took place in Jomtien, Thailand in 1990.  The event wa s

s p o n s o red and orga n i zed by seve ral agencies as part of a strat egy to provide legi t i m a cy fo r

i n c reased support to basic education from both donor agencies and gove rn m e n t s .8 S u ch support

could be measured by the extent to which agencies and governments alike have a common agenda

concerning the primacy of basic education that includes priority actions for resource allocations and

effective mechanisms for the delivery of educational services.

8. These documents appear to be designed for internal use  within the agency itself and/or its

l a rger institutional context (such as the age n cy's Gove rnment and legi s l at u re, as well as other

agencies)  as well as to inform the rest of the world of the agency's priorities.  Certainly, they are

discussed and debated at various meetings.  In Africa, for example, agencies and governments alike

are in a position to know that the World Bank is in favor of promoting access, efficiency and quality

in primary education, improving system management, making higher education more internally and

ex t e rn a l ly efficient, and shifting the financial bu rden towa rd students in the higher educat i o n a l

levels.  What they do with this knowledge, however, is another matter.  
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African Development Bank, Education Sector Policy Paper, 1986.
Asian Development Bank, Education and Development in Asia and the Pacific, 1988.
8
World Conference on Education for All, Meeting Basic Learning Needs: a Vision for the 1990s  Background Document.
Presumably, this reflects the common position of the Conference's four major sponsors  UNDP, UNESCO, UNICEF and the World
Bank.



Policy/sector analysis

9. This can be, and is, conducted at country and more global levels.  Two examples of the latter

are Unesco's World Education Report9 and the World Bank's 1988 Africa paper.10 These reports

contain descri p t ive and analytical info rm ation re l ated to inputs (human and financial re s o u rc e s ) ,

p rocesses (quality, internal effi c i e n cy, pedagogy, curricula, costs, management, planning), and

outcomes (learning results, external efficiency).  By and large, these documents provide aggregate

s t atistics and analyses concerning the "state" of education, fo l l owed by statements of policy

priorities consistent with the analysis.  The work done in the context of ADEA and its associated

working groups  each sponsored by one or more agency  is more varied and detailed and, therefore,

likely to have a greater coordinating effect.

10. But to wh at use are these documents put?  This is best tre ated as an empirical question,

worthy of systematic research.  Hypotheses could include:

(a)  Knowledge and use of this documentation vary according to the agency, roles of individual

re a d e rs within agencies, and between agencies and their "clients"  (i.e., re c i p i e n t

governments).  On the whole, these documents are better known and used within the donor

community than by "client" governments.  A corollary would be that this documentation has

differential impacts, depending on the situation of its readers/consumers.11

(b)  There is an observable, useful "shelf life" for such documentation that declines at differential

rates depending on the audience (agency, academic, practitioners, "client" countries).  

(c)  Rather than coordinating specific policies, strategies and/or actions, the cumulative impact is

a coordinating effect in that they become unavoidable points of reference.

11. Po l i cy/sector analysis conducted at the country level tends to be va ri e d, pro blem specifi c

and, often, related to the well defined needs of donor agencies and/or government.  The primary

objective of this work is to provide an objective basis and justification for project development.  In

the contemporary environment of adjustment and policy-based relations between donors and their
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UNESCO, World Education Report: 1991. 
10
Education in Sub-saharan Africa, op. cit.
11
One World Bank report on sector studies (C. Thomas & M. Carnoy. Review of Fiscal 1991 Education Sector Work, World Bank
Discussion Paper, Population and Human Resources Dept., Education and Employment Division, PHREE/92/50R. 1992) notes that
there is an inordinate tendency for the weaker reports to rely on the recommendations of the Bank’s policy papers without due
consideration to the specifics of local situations.
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" clients", this wo rk becomes the basis for "dialogue".  It establishes common descri p t ive and

a n a lytical ground for dialog u e, project development and, wh e re ap p ro p ri at e, policy nego t i at i o n s .

The archetypical example of this work is what the World Bank calls "sector work".  Much of this

work is restricted, intended for the Bank and concerned governments.12

Collaborative Partnerships

12. This is best rep resented by the Association for the Development of Education in Afri c a

(ADEA) wh i ch was ori gi n a l ly founded in 1988 as a donors’ club for improved coord i n at i o n

t h rough info rm ation ex ch a n ge on agencies’ policies and activities.  It has since evo l ved into a

m e chanism designed: (i) to re i n fo rce African ministries’ leadership capacities as they wo rk with

funding agencies; and (ii) to develop these agencies’ awareness that their own practices should be

adapted to the needs of nationally-driven education policies, programs and projects.  In this respect,

ADEA is an innovat ive mechanism that is now re d e fining how the two groups that comprise its

m e m b e rs h i p — A f rican ministries of education and tra i n i n g, and development age n c i e s — re l ate to

one another.   ADEA’s lack of fo rmal stru c t u re s — l ega l ly, administrat ive ly and phy s i c a l ly, it is

housed under the roof of the IIEP—mean that it can provide rapid responses to its va ri e d

constituency and changing environment.  It also means that it is owned by all the actors in a spirit

of collaborative partnership.

13. Actually, ADEA has several circles of coordination: (i) its Steering Committee that meets

twice a year an where agencies and ministers meet and discuss matters of substantive concern; (ii)

its Biennial meetings wh e re the ex t e rnal development community and most African ministers of

education meet around a theme of common concern; and (iii) its Working Groups where ministries

of education along with several agencies work together on topics and issues of substantive concern.

Operational activities

14. O p e rational wo rk occurs in the field and take the fo rm of "projects".  In recent ye a rs ,

coordination has taken the form of donor co-financing of programs and projects. In theory, it is at

this level where real coordination is practiced, under the leadership of national governments.  The

object of donor activities is to have an impact in the field—for example, improving education in a

given country.  Th e re fo re, it is at this level wh e re coord i n ation is put to the test and wh e re its

meaning takes real substance.  However, it is this level where things often go awry and where each

agency may go in its own direction.  One reason for this is the lack of firm governmental leadership

over the agencies.
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Conclusion: typology & stages

15. Before we address the issue of minimum requirements or criteria for fruitful coordination,

lets think about the forms of coordination and their defining characteristics.  This is why a typology

of observed forms of coordination could be useful.

16. Are there stages of effective coordination?  It is tempting to posit that the five types in the

Table 1 are ordered by ascending levels of effectiveness.  This assumes that maximum effectiveness

is attained at the operational level, wh e re things happen.  Such a pers p e c t ive would incite us to

e m p h a s i ze coord i n ation at the country level.  Howeve r, that can only happen if the intere s t e d

parties—especially the various donors, each of which has its particularities—have some incentive

for working together and knowledge of each others’ agency.

Aspects of Effective Coordination

17. An analytical understanding of effe c t ive coord i n ation re q u i res an ex p l o ration into

institutional factors—the factors that make organizations tick and influence staff behavior.  After

all, an institution's behavior is (perhaps somewh at more than) the sum of that of the indiv i d u a l s

wo rking there who operate according to established rules, reg u l ations, ex p e c t ations, cri t e ria and

something called "institutional culture".  Institutions under consideration here include donor

agencies and their "client" governments.  Factors include a combination of sociological, political,

a d m i n i s t rat ive and economic/financial concerns that define the life and operations of any

institution.  In addition to identifying pertinent fa c t o rs, we need to examine the extent of their

relevance to the issue of effective coordination.

Policies and priorities

18. A number of agencies have well art i c u l ated positions on their policies and pri o rities (see

paras 4~7).  Theoretically, this provides a clear point of departure for coordination at the country

level.  A good example of this is the consensus on basic education.  Other examples include project

co-financing by several donors (see para.11).  Inter-agency agreement on policies and priorities is a

necessary condition for effective coordination; but probably not a sufficient condition.

Sociology of the organization

19. This merits consideration for the following reasons.
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(a) The organizational mode of any institution plays an important role in the way it acts, reacts,

and works with its external environment.  

(b)  C o o rd i n ation between institutions re q u i res some understanding of the built-in constra i n t s

and potentials, and the comparative strengths and weaknesses, of one's own agency as well

as those of other agencies.  This is especially so since, in the last analysis, coordination at

the operational level involves coordination between individuals with capacity to act.  If staff

m e m b e rs 'A' and 'B' in agencies 'Y' and 'Z' aim at operational coord i n ation between their

respective agencies, they need to think about the ways in which their agencies are organized

and how the other is likely to act/react to any given material object of coordination (e.g., co-

financing, collaboration on a study or on an entire project or on the same or complementary

p a rts of a project, etc.); each one needs to know something about the other's re l at ive

autonomy.

20. A method for analyzing the broader institutional/age n cy mat rix present at any attempt at

c o o rd i n ation could be useful.  The objective is to develop an analytical, va l u e - n e u t ra l

understanding of the latitudes and constraints of colleagues in other agencies (including the host

government) - i.e., how the culture and operating style of an organization can influence the way it

and its staff are like ly to wo rk in specific situations.  In somewh at simplified terms—using the

Weberian concept of ideal types13—it is useful to think of two modes of organization: the (rather

more than less) professional mode and the (rather more than less) bureaucratic mode.  From an

o p e rational pers p e c t ive, the orga n i z ational dimensions pertinent to this analysis are: rewa rd

s t ru c t u re, re c ruitment pat t e rn s , and decision-making pro c e s s e s— c o n c epts commonly used to

characterize and compare large-scale organizations.  Table 2 below presents an overview of how the

two modes of organization tend to vary on these dimensions.  

21. G iven that individuals tend to understand wh at it takes to succeed in their re s p e c t ive

institutions, one can assume that befo re they concentrate on inter-institutional coord i n ation, they

will make sure that they "get it right" within their own institutions.  This has an impact on any

potential for effective coordination between agencies.  A useful working hypothesis is that country

level, operational coordination depends on the degree of autonomy of operational staff and/or their

capacity for rapid communications with headquarters, and their capacity to provide rapid, action-

o riented responses.  An operational corre l ate of autonomy is re l at ive autonomy from a p ri o ri ,

hierarchical control.
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22. If coord i n ation means capacity for agreement, then we need to examine the basis fo r

agreement.  "Agreement" could include the capacity to agree and/or to disagree and/or to wo rk

together on given activities.  Operationally, this could mean agreement on: terms of reference; an

agenda for analysis; methodological approaches for a piece of sector work; the policy/investment

implications of analytical results; a needed investment and how to implement it; policy orientations;

action plans; etc.  What does it take to agree?

23. To the question "Who is most likely to have greater latitude for initiating coordination?", the

a n swer might be "staff from pro fe s s i o n a l ly orga n i zed agencies".  Why?  Because  they have

adequate field autonomy, and  their headquarters is predisposed to support their initiatives.  By the

same token,   the limits on effective operational coordination between (individuals of) institutions

of the pro fessional and the bu re a u c ratic modes needs to be add re s s e d.  Th e re fo re, it is useful to

explore how coordination between staff of the two types of institutions can be promoted.  Using the

above analysis, it would be useful to examine mechanisms and incentives designed to encourage

such coordination.
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Procedures and internally imposed constraints

24. Every organization has them, all staff must abide by them.  Procedures and constraints are

present in every institution. 

(a)  The World Bank has its "project cycle" from identification to preparation to appraisal and

n ego t i ations.  It also has its "financial instruments": specific and sector inve s t m e n t

l o a n s / c redits and adjustment loans/credits.  The fo rmer determines the pace of pro j e c t

development and the latter the form of a given project.  Decisions related to these two factors

are made within the institution.

(b) Operational decisions of the Coopération française are linked to their Commissions mixtes

that meet annually.  There has been an historical tendency to favor technical assistance to

s e c t o rs plus ge n e ral bu d ge t a ry assistance (to tre a s u ry) that is not specifi c a l ly linked to

s e c t o ral objectives (although examples of Mali and Guinea suggest modifi c ations in this

approach).

(c) UNDP has a threshold for local authori z ation and project ap p roval, as well as ex t e n s ive

fl exibility for project modifi c ations. UNDP tends to link its support to its mandat e d

"program approach" and Round Tables.

(d) A gencies have diffe rent fiscal ye a rs that influence their decision-making processes and

introduce varying forms of pressures on staff at different times of the year.

(e) A l l owable financing va ries.  Most agencies are limited to so-called investment fi n a n c i n g

whose operational definitions can diffe r.  Financial support for so-called re c u rre n t

expenditures is generally off-limits.

(f)  A d m i n i s t rat ive pro c e d u res va ry.  Pro c e d u res concerning disbu rsements, pro c u rement of

goods and services, travel, etc. put unequal constraints on staff of different agencies.  The

nature and timing of deadlines can also vary.

(g) For internal purposes, some agencies need to be able to demonstrate leadership within the

donor community.
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Identifying comparative advantages

25. For country - l evel coord i n ation, it would be useful to identify each age n cy's comparat ive

a dva n t ages in both substantive and administrat ive terms.  Effe c t ive, multi-donor support for an

e d u c ation development program is a complex matter that includes combinations of fi n a n c i a l

support, technical assistance in a variety of areas (planning, management, pedagogy, facilities, etc),

p ro c u rement of goods and services, construction, and in-country and ove rseas training  all in a

viable policy climate.  For example:

(a)  Since technical assistance from bilat e ral agencies ge n e ra l ly re q u i res using nationals fro m

t h at age n cy's country, effe c t iveness will be linked to the quality of technical personnel an

agency can identify for a given client country situation.  Some agencies have access to larger

pools of candidates than others (e.g., the Coopération française tends to use fonctionnaires;

USAID can contract freely).

(b)  For a host of factors (language, administrative culture, specifics of educational systems) a

given bilat e ral may have a comparat ive adva n t age in substantive areas.  Looking fo r

suppliers of expertise in pedagogy and planning for a Francophone system, one would be

m o re like ly to find the fo rmer in Francophone donor countries and the latter almost

anywhere (assuming linguistic competence).

(c)  Fielding short - t e rm ex p e rtise is administrat ive ly easier for some agencies, wh e reas others

tend to favor long-term, resident expertise.

(d)  For some agencies, re s o u rces are fungi ble between cat ego ries (pro c u rement of goods and

services; technical assistance), whereas other agencies are more restricted.

(e)  Some countries prefer to avoid using reimbursable funds (loans and credits) to finance "soft"

inputs (technical assistance, fe l l owships and the like),  re s e rving such financing fo r

construction and equipment and paying for software with grant funds.

(f)  The weight and complexity of administrative procedures vary between agencies.  This can

have an impact on time it takes to mobilize committed resources (financial and human).

(g)  Some mu l t i - l at e ral agencies manage funds-in-trust entrusted to them by individual donor

countries.  The World Bank mobilizes extensive co-financing resources and UNESCO has

funds-in-trust for specific activities.
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Other examples could be found.  It is important to identify how agencies' respective comparative

advantages come into play in a given country situation, and then promote mechanisms for country-

specific coordination.

26. In practical, concrete terms, and for a given country and operational situation, it could be

useful for donors and gove rnment alike to fill in a table that identifies the diffe rent areas wh e re

donors may have comparative advantages.  Table 3 represents such an exercise; it is blank and the

cells would be filled in with the ap p ro p ri at e, age n cy - s p e c i fic info rm ation.  The objective of the

exercise would be to address the issue of which donor is likely to accomplish a given task, or set of

tasks, most effectively and efficiently given the variety of factors related to the daily work of getting

the job done.  This would help in determining the operational specifics of donor coord i n at i o n

required for a given situation.

Conclusion : New Approaches on the Horizon

27. ADEA is demonstrating that, although difficult and characterized by evolutionary movement

towards a goal that resembles a moving target, the development of collaborative partnerships can be

highly rewarding.  It can even be contagious, as evidenced by movements towards an ADEA-like

structure for Latin America.14 Such success is most likely related to the emphasis placed on the
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importance of process in an environment that is producing results at varying levels. ADEA is not a

traditional investment project and, therefore, cannot be assessed in terms of the usual measurable

outputs.  Nonetheless, ADEA's program is linked to investment projects of its member agencies.

ADEA Wo rking Groups are invo l ved in upstream wo rk in some certain countries through the

production of various forms of sector work and costed action plans that, when completed, will be

c o n s i d e red by funding agencies in their regular country assistance programs.  The fo rums that

ADEA provides are greatly appreciated by its members, in that they allow ministers and agencies to

discuss and evaluate their programs in a relaxed, neutral and non-negotiating manner.

28. Clearly, the most effective form of coordination is at the country-level, under the leadership

of the ministry of education.  This is the operational basis for the United Nations System-wide

Special Initiat ive for Africa, and for implementation of the Wo rld Bank’s objective of country

ow n e rship of projects.  Nonetheless, the raw mat e rial of coord i n ation is a critical mass of

agreement and understanding on the issues facing the development of education and modus

operandi for tackling them.  This is where ADEA has demonstrated its worth—it has promoted this

critical mass of agreement and understanding between the donors themselves, and between them

and ministers of education in an informal context (i.e., without formal institutional structures that

have their own agenda) that is owned by all concerned.

Abbreviations

ADEA Association for the Development of Education in Africa

IIEP International Institute for Educational Planning

IDRC International Development Research Centre

RRAG Research Review and Advisory Group

NORRAG Northern Policy, Review, Research, and Advisory Network on Education

USAID United States Agency for International Development

UNDP United Nations Development Programme

HRD Human Resource Development

IWGE International Working Group on Education
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Senior Education Adviser
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United Kingdom

' When we make laws wh i ch compel our ch i l d ren to go to school we

assume collective ly an awesome responsibility' (Childrens' Minds;

Margaret Donaldson)

1. ODA policy on Basic Education

The overall purpose and aims of ODA are given in Box 1, articulated as recently as 1995.  The most

o bvious aim re l ating to education is the second, with a strong emphasis on the education of

wo m e n / gi rls, but there are educational dimensions in the three other aims as well.  Th ro u g h o u t ,

there is implicit acknowledgement that investment in essential social services relates very strongly

to improvement in the quality of life for people in poorer countries, with re l ated economic

outcomes.

Box 1
ODA'S MISSION STATEMENT

ODA's purpose is to improve the quality of life of people in poorer countries by

contributing to sustainable development and reducing poverty and suffering.

To this end ODA will aim:

-  to encourage sound development policies; efficient markets and good  

government;

-  to help people achieve better education and health and to widen opportunities 

particularly to women;

*ODA has changed its name as DFID (Department for International Development) in 1997.
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In the context of Sub-Saharan Africa, ODA's commitment to the development of education has

been recognisably related to the history of late colonial and early independence priorities, shown in

s i g n i ficant support for academic secondary sch o o l i n g, post-secondary technical educat i o n ,

university education and English language teaching.  It is really very recently that there were, for

ex a m p l e, seve ral hundred British teach e rs in Zambian secondary schools; now there are almost

none, at least in part because local production of a graduate teaching force has made their presence

redundant.

D u ring the 1980's and into the 1990's, the new cl i m ate introduced by stru c t u ral adjustment

programmes, supported as a policy by ODA in many Sub-Saharan African countries, has produced

an env i ronment wh e re the short and medium term capacity of a number of countries to inve s t

resources in the social sectors has been significantly reduced.  Put simply, it has called sharply into

question the ability of countries to pay a living wage to the, inevitably, large teaching force required

to service the push for basic education for all.  Even in the context of countries agreed to be

behaving with sufficient macro-economic rectitude to be deemed to be 'on track',  and thus able to

access more funding for sector-wide policies and programmes, through bilat e ral donors, EU and

WB, meeting the wage bill for teachers remains an unresolved problem.

But the most significant shift in ODA policy for education has occurred in the 1990's, in the

aftermath of the Jomtien EFA conference.  The current policy is articulated in Box 2 below.
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-  to enhance productive capacity and to conserve the environment;  and

-  to promote international policies for sustainable development and enhance the

effectiveness of multilateral development institutions.

Box 2
ODA's EDUCATION POLICY

1.  ODA will continue to assist developing countries in tackling the problems of inequality of

access and low quality of educational provision, seeing education as a means of helping to

achieve ODA's global objectives.

2.  In accordance with the increased global realisation of the importance yet relative neglect 



Its openness to a significant shift towards support for basic education (largely defined as primary

schooling plus adult non-formal education) is perhaps masked to some extent by cautious words

which keep open doors for more traditional aid activities.  Nonetheless, there has been, world-wide,

a spectacular shift in ODA education programmes towards basic education, with an investment of

£94 million in and around the 1996/7 financial year alone.  As we shall see later, these investments

have generally been on a much larger scale in any single country than traditional ODA education

projects, often by a factor of ten.

Why, then, has ODA, along with other donors, fo l l owed the EFA (Education For All) sloga n ,

having previously largely ignored earlier calls for support for UPE (Universal Primary Education)

initiatives?  Perhaps three reasons should be mentioned here:
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of basic education, ODA will increase its emphasis on the provision of basic educat i o n ,

including literacy and non-formal education.

3.  ODA will also lay emphasis on overcoming gender and other disparities.

4.  In view of the need for a sectoral approach to these problems, ODA will lay increased

emphasis on educational management and planning, in concert with other donors.

5.  These global emphases will not invo l ve a total neglect of other levels and areas of

e d u c ation wh e re needs and conditions wa rrant.  ODA's ap p ro a ch will be interp reted as

country-specific strategies taking into account the key sectoral needs and constraints in the

country concerned, the activities of other donors and the UK comparative advantage.

6.  Support for basic education will including fo rmal education up to the normal limit of

compulsory/universal education, non-formal education and adult literacy training.  The prime

emphasis will be on reading skills and general  numeracy, with secondary emphasis on other

language skills in the medium of instruction, technical skills development as a component of

functional literacy, science, English Language and pre-vocational education.

7.  Selective ODA support for tert i a ry level education (including Te ch n i c a l / Vo c at i o n a l

E d u c ation) will continue to be rega rded as important wh e re it is cl e a rly targeted on

improving efficiency, content and access, and where there is a clear labour market demand

for its graduates.
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・　　A proper modesty, almost uncert a i n t y, about engaging with an element of the wo rld of

schooling which can reasonably be argued to be necessarily rooted in the local environment,

culture and language.  I know that JICA itself has taken this argument very seriously in its

policy debates.  It is worth noting, in parentheses, that most studies of, for example, primary

s chool curricula, show considerable global homogeneity rather than va riety (Wo rld Bank,

1990).  Pe r h aps our sensitivities about engaging with pri m a ry schooling policies and

practices should be allayed by reflecting on the apparent universality of interpretations of

the primary schoolroom.

・　　It does appear that a more robust understanding of the scope of basic education has emerged

in the post-Jomtien era, one that has been tidily summarised by Torres (1993) in the table

presented in Box 3 below.  It can be seen as embracing much fuller descriptions of what are

the necessary conditions for functional basic education, with clear articulations of the roles

of the different stakeholders.
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Box 3
Basic Education

Limited Vision   
・BE is for children
・BE takes place in the school
・BE refers to primary school education or

its equivalent

・The learning of a specific amount of
m at e rial or subjects is the guarantee fo r
BE

・The only kind of know l e d ge tra n s m i t t e d
in the school system through a systematic
education programme

・BE is confined to a specific phase of life

・BE is homogeneous and identical fo r
everyone

・BE is static and does not tend to change
・BE is the responsibility of the Ministry of

Education

・BE is a government responsibility

Source: Torres 1993

Expanded Vision (Jomtien)
・BE is for children, youth and adults
・BE takes place in and out of school
・BE cannot be measured by nu m b e rs of

c e rt i fi c ates, but rather by learn i n g
achievement

・The ability to meet basic learning needs is
the guarantee for BE

・BE re c ognises the validity of tra d i t i o n a l
knowledge

・BE is a lifelong process that begins at
birth

・BE is differentiated (because every group
and culture has its own distinct basic
learning needs)

・BE is dynamic and subject to change
・BE invo l ves eve ry ministry and eve ry

gove rnment authority re s p o n s i ble fo r
educational activities

・BE is the responsibility of government as
well as of society as a wh o l e,  and
e d u c ational activities there fo re re q u i re
consensus and coordination



・ Above all, the most persuasive arguments are those emanating from the many correlational

studies, of va ri able quality and contempora n e i t y, wh i ch have established re l at i o n s h i p s

b e t ween investment in pri m a ry schooling and improved indicat o rs in, among others ,

maternal and child health, family nutrition, and agricultural production.  The overall impact

of these studies has been very great, but our understandings of how and why these changes

occur are less stro n g.  King (1989), for ex a m p l e, has written that '….para d ox i c a l ly the

curriculum effect has not been shown to be significant'.  Put in another way, it is striking

that the persuasive correlational graphs simply show a horizonal axis of number of years of

schooling/education, with no refinement of a quality or relevance component.  Much more

wo rk is cl e a rly needed into wh at we might term 'in school' or 'in cl a s s room' fa c t o rs, and

should be a priority for research investment now.  This fundamental research could properly

be funded by bilateral development agencies.

2. Trends in Approaches to ODA Support

In the context of the prioritisation of support for basic education described in the previous section,

other significant changes have been taking place, more or less synchronously, in the ways in which

O DA aid to education has been pre s e n t e d.  ODA's mission statement stresses the necessity fo r

sustainable development.  Reflection on the former extensive use of long-term, resident, UK-funded

technical assistance - in relation to both cost and effective sustainability - has resulted in a sharp

decline in the number of ODA-recruited personnel working in Sub-Saharan Africa on lengthy (two

or three year) contracts.  This trend has pro b ably be accentuated by the shift to wo rk in basic

education, as the UK has no available cadre of experts with lengthy experience in this field in Sub-

Saharan Africa.  One response has been the growth of short-term UK consultancy, a world-wide

phenomenon in most fields.  For example, in support of the huge Indian District Primary Education

P rogra m m e, significant nu m b e rs of the ve ry best UK pri m a ry educat o rs have contri buted their

skills to what they have seen as an intrinsically interesting and challenging programme in its own

right.  Given appropriate induction and support from Indian colleagues they have generally been

able to part i c i p ate in a ve ry effe c t ive way and the re l ationship has continued over a number of

years.

Simultaneously, there has been a considerable drop in the number of educators from Sub-Saharan

A f rica undertaking ge n e ral degree level education courses in the UK.  Training has been

' p rojectised' and, ex c ept for specialised purposes, is more fre q u e n t ly carried out in the country

c o n t ext at mu ch lower costs (with consequently mu ch gre ater cove rage), with mu ch gre at e r

immediate contextual relevance, and with much greater likelihood of the trainee remaining in their

post to apply what they have learned.
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Other lessons, derived from two decades of ex p e rience with devising and delive ring educat i o n

'projects', indicate the need to look more holistically at change in education systems.  A simplistic

example will offer illustration of the point - it is really of little worth to develop a project which

aims to improve the quality of teaching and learning in teacher training colleges in an environment

where the relevant unit of the ministry of education has neither reliable data nor policy in relation to

teacher recruitment and retention for specific posts in individual schools.  Or to develop a strongly

school-based model of teacher training without ensuring that quality support can be provided, in

school, within the job descriptions of the mentor teachers.

Th e re fo re there is an on-going shift towa rds part i c i p ation in sector, or sub-sector progra m m e s

which address the whole reform agenda

from

・ Reform of planning, budgeting, staffing and monitoring/inspection procedures in ministries

of education

to

・ Engagement in planning for the decentralising of many educational functions to district (or

equivalent) level, to take account of our understandings of the importance of including local

stakeholders in all aspects of decision-making in relation to the provision of quality basic

education (see for example Box 4 below)

and

・ R e c ognition that the real locus of ch a n ge in quality of learning has to be the indiv i d u a l

classroom, with its complex interactions between teacher and learner.

We will return in the following sections of the paper to the formidable challenge which all of this

poses for all participants in the development partnership.
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Box 4

It seems clear to most of the education community that effective reform requires agendas and

i n i t i at ives with strong local roots and the broad part i c i p ation of those with a stake in

outcomes, including not only officials but also students, parents, teachers and communities.

Unless the beneficiaries of the reform become its bearers, it is likely to be stillborn.
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3. Some Important Practical and Procedural Questions

Understandings about Educational Change

Th e re is now an ex t e n s ive empirical literat u re in wh at can be bro a d ly described as 'sch o o l

improvement', with important studies being carried out in third world countries and used to justify

priorities in investment in basic education.  Lockheed and Verspoor (1991), in work carried out on

behalf of the World Bank, identify five areas which frame most of the possible options:  they are -

i m p roving the curriculum, increasing learning mat e rials, increasing instructional time, improv i n g

t e a ch i n g, increasing the learning capacity of the students.  Within these cat ego ries they identify

good options and blind alleys, arguing that the most dramatic gains can be made by investment in

n o n - s a l a ry inputs, part i c u l a rly educational mat e rials (textbooks, writing mat e rials and re l at e d

supplies).  But they have to re c ognise that the stru ggle to provide these mat e rials nearly alway s

takes place in the context of an education budget overwhelmingly dominated by the wage bill, so

that they have to say 'The tantalising question is the financial feasibility of providing all children

with these or equivalent inputs'.

An area of understanding which appears to have had little impact on educators working in basic

e d u c ation in Sub-Saharan Africa is that of the processes of educational ch a n ge, most cl o s e ly

associated with the work of Michael Fullan and most accessibly discussed in his book The New

Meaning of Educational Change (1991).  Two particular areas stand out.  Firstly, his understandings

about the time frame for meaningful ch a n ge, wh i ch is always mu ch gre ater than the duration of

traditional educational aid projects.  To some extent this is being embedded in the larger sectoral

programmes being supported in the field of basic education, where time frames of up to ten years

a re being built into programmes.  Secondly, his insights into the ways in wh i ch teach e rs can be

encouraged to change their practice and develop their professional instructional skills should cause

m o re than a little anxiety when we scrutinise the models of in-service training or continu i n g

professional development being built into many basic education programmes.  Essentially, exposing

teachers to new practices in workshops and seminars makes little difference to the quality of their

t e a ching unless they are supported in their new - found understandings in their own cl a s s ro o m

environment, over a lengthy period.  Berends (1992) study of the reform of educational institutions,

reproduced in Box 5, albeit in the context of US schools, should give us all pause for thought.
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Managing New Approaches to Educational Aid

The accompanying concise description of a new programme of support for primary education in

M a l awi, Box 6, illustrates the new ambitions, common to the country gove rnments and most

donors, for an end to one-off, free-standing projects, their replacement by coordinated programmes

and the longer-term search for sector investment programmes (SIPs).  At the heart of the argument

for this new way of working is that constant debate within the world of aid, about ownership and

partnership.  This could be expressed as a series of questions which could be used as a checklist to

try to judge whether or not the programme will be successful or not.  The list which follows is not

exhaustive, but certainly contains some of the key questions:

・　　Is there strong government leadership of the basic education sub-sector, specifically from
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Box 5
Conclusions from study of reform of educational institutions

・H i g h ly visible re fo rm projects, notwithstanding, the evidence of substantial ch a n ge up-

close is slim. Indeed, being in the limelight of ch a n ge may bear no re s e m blance to

substantial enduring re fo rm. Put another way, projects with less fa n fa re may be doing

more.

・The core culture of teaching and learning is extremely difficult to change, partly because

the pro blems are intra c t abl e, and part ly because most ch a n ge strat egies fail to focus on

teaching and learning.

・Change in teaching for more effective learning requires major transformation in the culture

of the educational institution, and in its re l ationship to other agencies - an incre d i bly

complex undertaking.

・Unanticipated changes in the course of any plan or project are guaranteed. They are not

abnormal intrusions but part and parcel of the dynamic complexity of change.

Berends (1992)
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Box 6
Basic Education in Malawi

Context

・One of world's poorest countries; well over 50% in absolute poverty

・Population growth rate 3.1%

・Education a neglected sector - under the Banda government some of the poorest education
indicators in southern Africa

・Revolution in 1994 (new Muluzi government) with introduction of Free Primary Education

・Great pressure to increase access to all levels of education and to improve quality (to do
both of these quickly, therefore putting the system under great strain)

Process of Programme Development

・Close involvement in sector policy development

・Organisation of regional level as well as national level dialogue

・Long lead-time for design

・Joint development of project frameworks with Malawians

・Close cooperation with World Bank and GTZ in design of national Teacher Development
Programme

・Recognition that long-term commitment necessary

ODA Programme

・Primary education programme of £27 million over 5-7 years

・Areas of focus - Quality Improvement:

・Community management of schools

・School-based/focused professional development of teachers

・Enhancing availability of reading material in primary school
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the ministry of education, but also from other key ministries such as finance and local

government?

・　　Is there ro bust gove rnment manage m e n t / c o n t rol over the donor and lending age n cy

p rocesses?  Are the systems used by diffe rent donors, for example in re l ation to, fo r

ex a m p l e,  programme prep a ration, disbu rsement of funds, accounting and

monitoring/evaluation, being brought into a common framework?

・　　Are the terms of this new relationship between governments and donors clearly expressed?

Do they use appropriate language?
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Issues

・O ve r- c o n c e n t ration of donors in basic education when urgent needs in all parts of the
education sector

・Management of change in overstretched ministry of education

・Maintaining good donor coordination when number of donors increases

・A ch i eving ge nuine process of coord i n at i o n / c o o p e ration in pursuit of a sector inve s t m e n t
programme (SIP)

[S Packer, ODA Senior Education Adviser, Central Africa]

Box 7
Basic Education in Malawi

Context

"When addressing the development of Basic Education, often the challenge is at a national

level, involving a great many stakeholders, and with a great reliance on government, through

Ministries of Education, for the success or otherwise of the sub-sector. It is not possible to

get significant impact and sustainable change without strong government leadership,

including firm commitments to strengthened budgeting and financing. It is also essential to

get all donors to come together under a strongly led government programme."

M Elliott, ODA Senior Education Adviser, East Africa



Quality, Access, Equity Issues

It is entirely reasonable that we should be preoccupied with the needs of those children who never

find a seat in primary school.  Many efforts are focused on those approaches which make it easier

for children to travel to a school within reasonable walking distance, to travel safely to school, to be

p resent in school in re a s o n able health, to not be fo rced to make fee contri butions wh i ch their

parents can not meet, to be equipped with the necessary basic educational equipment whatever their

financial circumstances, etc.  But just as high a priority is the need to provide a school environment

of such quality that children do learn the generally agreed cluster of skills and attitudes which will

make a difference to their future opportunities.

In the previous section we wrote about the large-scale changes which are pre-requisites for systemic

change.  These in themselves are not sufficient to guarantee quality change at the school level.  We

n ow understand that attention to certain para m e t e rs will make a contri bution to quality; these

include:

・　　Local level (community) engagement in as many aspects of school life as possible;

・　　Regular and sympathetic advice/inspection provided from district level;

・　　Strong leadership from headteacher;

・　　R egular opportunities for teach e rs to commu n i c ate with other skilled teach e rs, and to

receive realistic support in their classroom practice;

・　　provision of control over school budgets, however small, to headteachers and their staff.

In many rural African primary schools, it is extremely difficult for a teacher to sustain commitment

and enthusiasm unless they are supported in some of the above modes.  Of course not being paid

what is seen to be a living wage is a major factor in relation to professional commitment, or lack of

it, but it is almost as significant for teachers to feel that their work is important and is recognised as

such by their communities.
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4. Two Cases from West Africa

(a) Good practice from Necessity:  Community Education Programme in Nigeria

The macro-political climate of Nigeria in the second half of the 1990's may appear to be extremely

u n favo u rably placed for any innovat ive wo rk in basic education.  In its wo rk, the ODA is

committed to wo rking only with the local, or district, level of gove rnment, wh i ch thus prov i d e s

b o u n d a ries for the scale of operation of any progra m m e.  Add i t i o n a l ly, the ve ry large pri m a ry

school sector suffers from chronic under funding, with very little incentive for teachers to perform

in other than a minimalist mode.

These pre-conditions actually allowed us to describe a set of boundary conditions within which we

would work to develop a potentially useful programme.  These included:

・　　Work intensively in a small number of locations;

・　　Focus on enhancement of quality of both primary schooling and adult education;

・　　Use participatory approaches in programme planning;

・　　Use an action re s e a rch ap p ro a ch throughout the life of the progra m m e, testing key

hypotheses re l ating to describing minimum inputs and responses for sustaining quality

education;  and

・　　Using Nigerian resources, both human and material, wherever possible.

It is important to note that this programme has been designed to work within the framework of the

government-provided primary education system.  It is not, as is occurring in a number of African

l o c ations, cre ating wh at is coming to be called 'non-fo rmal pri m a ry schooling', often with the

e n gagement of indigenous or intern ational NGO's.  These are important, fre q u e n t ly cre at ive,

initiatives which allow quite radical formulations of what is meant by primary schooling.  But the

p rogramme described here still wo rks within the educational-political belief that nat i o n a l

government should be able to commit sufficient of the national resources so as to ensure a certain

quality and quantity of primary education for all its citizens.  We recognise, on the one hand, that

this is a fragile belief in many countries in Sub-Saharan Africa, but also are reminded of the

responsibility articulated in the quotation at the beginning of this paper.

B ox 8 shows the complex and lengthy process of design undert a ken over seve ral ye a rs, for a
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programme of total value £2.1 million only.  The detailed preparation has taken place in only four

c o m munities within each of the local gove rnment areas (LGA), so even after the start-up of the

programme, a great deal of similar preparative work will be undertaken as other communities are

brought on stream.  The cost of preparation was high, approximately 10% of the total programme

bu d get.  I would argue however that the process of educational ch a n ge actually began in the
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Box 8
Nigeria:  Community Education Programme

Sequence of Development:

Context

1993 - Joint ODA/Federal Government of Nigeria mission - support for basic education -
move away from secondary/tertiary commitments.

1994 - (March) - Further joint mission agrees focus on poverty focused, community-based
assistance to primary, adult literacy and nomads.

1995 - (April) - First participatory rural appraisal mission (PRA) to four communities.  Four
reports produced.

1995 (September) - In-country workshop, with ODA advisers, to review findings.

1995 (October) - Feedback and validation in communities.

1995 (November) - Project design workshop in Kaduna - 90 participants including
consultants, ODA advisers, community members, other stakeholders.

[Increased political difficulties in working in Nigeria at all]

1995 (end November) - Draft project proposals to ODA

1995 (21 December) - project proposals to ODA West Africa Division for appraisal  (Bid for
£2.14 million)

1996 (April) - ODA approval for expenditure

1996 (April-November) - Complex negotiations prior to Nigerian agreement to programme

1996 (June) - Communities revisited

1997 (January/February) - recruitment of project managers and training for them

1997 (April) - project start-up workshops

1997/8 - Year One of Project - exploratory, problem solving

1998/2000 - Years Two and Three of Project
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communities when the participatory preparation process began.

What we now have is a community-based programme, where action plans are devised at local level,

submitted to a project management committee for approval, and implemented with the guidance of

a locally - re c ruited project manage r.  Funds are to be released on a quart e rly basis against these

action plans by the Lagos-based programme manager, the only staff member not recruited locally,

with careful accounting procedures.  The range of allowable expenditures will be subject to only

t wo significant cri t e ria - that they are 'affo rd able' within a re a l i s t i c a l ly supported re c u rre n t

ex p e n d i t u re fra m ewo rk, and that they can be shown to be like ly to contri bute to quality

enhancement in pri m a ry schooling or adult education.  We expect imagi n at ive solutions to

problems to emerge.

(b) Ghana:  Basic Education Sector Improvement Programme (BESIP)

For two decades following independence, Ghana was noted as a country with an education system

wh i ch produced high quality outputs, albeit for a minority of young people.  Th e re fo l l owed a

decade of economic crisis when standards in schools plummeted and many members of the

teaching force either left to pursue other economic activity, or went to teach in neighbouring West

African countries.  From 1987, the government of Ghana attempted to institute important structural

and other ch a n ges in the education system, focusing part i c u l a rly on those traditional planks of

re fo rm - re - s h aping of the school stru c t u re to a 6-3-4 system, developing new curricula and

t extbooks, building new schools.  All necessary inputs cert a i n ly, but by 1995, the re fo rm wa s

w i d e ly perc e ived to have fa i l e d, both in re l ation to standards ach i eved (ve ry large nu m b e rs of

students we re leaving pri m a ry school unable to read and write) and in re l ation to enrolment (in

ru ral areas many ch i l d ren, part i c u l a rly gi rls, remained out of school, and drop-out rates fro m

primary school were high in most areas).

From 1995, the government of Ghana resolved to make a second attempt at significant reform, the

l egal instrument being the cre ation of legi s l ation for a programme leading by 2005 to Fre e,

C o m p u l s o ry, Unive rsal, Basic Education for all Ghanaian ch i l d ren - the so-called FCUBE

p rogramme wh i ch has re c e ived endorsement at the highest level in Ghana.  The programme has

also come to be identified by the alternative acronym, BESIP, as per the title of this section.  Prior

to the official launch of FCUBE/BESIP in mid-1996, both government and donors collaborated in

preparatory studies across all aspects of the sector, led by the World Bank.  Most bilateral donors,

along with the WB and EU, have become involved.  Are we seeing then, the evolution of a sector

investment programme, or SIP?  The most honest answer would probably be "no, at least not yet".

The government of Ghana, through the ministry of education, has taken steps to provide a strong

structure within which donors should work, by the development of detailed policy documents and
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o p e rational plans wh i ch it is intended should be used to identify the specific contri butions by

d o n o rs.  Th e re are also, regular donor coord i n ation meetings, ch a i red by gove rnment, and six-

monthly consultative panel meetings which, with all the donors, review the whole FCUBE/BESIP

programme.  This process, it was hoped, would reduce the number of donor teams knocking at the

office doors of the ministry of education and distracting key personnel from their tasks of running

an education system!  This remains aspiration rather than reality.  The donors, for their part, have

their own operating systems, their own time frames, and to a gre ater or lesser extent, their ow n

agendas.  And it is pro b ably fair to say that, in early 1997, the gove rnment of Ghana is not

sufficiently internally robust to be able to exert discipline on the donors.

O DA has pledged to provide a sum of up to £15 million in the fi rst five year phase of

F C U B E / B E S I P, wh i ch would be one of our largest contri butions to educational development in

West Africa.  ODA has consistently held to the position that its contribution must be made within

the agreed government of Ghana's policy and operational framework, in recognition that the crucial

factor in the long-term development of Ghanaian education is the requirement for a strong ministry

of education leadership, both at central and local level, in support of the teaching fo rce in the

s chools.  At the same time, ODA has agreed that its 1997 contri bution to the programme shall

largely focus on the resolution of crucial policy and capacity questions, and on support for a variety

of pilot activities designed to test out elements of the wo rk, part i c u l a rly in the areas of new

approaches to both pre-service and in-service teacher education.

Wh at we should perhaps re flect upon are those earlier insights about the time scale fo r

meaningful educational change, and note that the FCUBE/BESIP process has been designed to a

ten-year time frame.  At this point, it is probably best classed as a very large donor-led series of

loosely integrated projects, taking responsibility for providing financing of a major part of the non-

s a l a ry items of the education bu d get for the fi rst nine ye a rs of sch o o l i n g, whilst the ministry of

e d u c ation carries the on-going bu rden of the teach e rs' salary bill.  It cert a i n ly aspires to be a

strongly coordinated programme of reform of basic education, with clear leadership by the ministry

of education, and appropriate donor responses.  The evolution to a sector investment programme,

with donors contri buting direct tra n ches of finance against agreed perfo rmance indicat o rs by the

sector, remains a legitimate medium-term goal; the very act of identifying this as a future way of

working may itself provide important motivation.

5. Concluding Remarks

I have used this paper to ex p l o re with you, the ways in wh i ch I perc e ive ODA's ap p ro a ch to

wo rking for the development of basic education to be evo l v i n g.  We re c ognise how ex p l o rat o ry
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mu ch of this wo rk has to be, as we seek to understand the nat u re of the essential systemic

foundations and pedagogic practices which will be required to provide quality schooling for all our

ch i l d ren.  We re c ognise the ch a l l e n ge of wo rking in new ways as part n e rs with ministries of

education.  We recognise the importance and responsibility of the task.

On behalf of ODA, I would wish to thank JICA for organising this important seminar, and for its

invitation to us to be present and to contribute.
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1. Importance of cooperation for basic education in Africa

Japanese cooperation to Africa can be understood with reference to three key words: (1) The Tokyo

International Conference on African Development (TICAD); (2) Japan's Initiatives on Assistance to

Africa; and (3) the New Development Strategy.

The To kyo Intern ational Confe rence on African Development (TICAD) was hosted by Japan in

1993.  At TICAD, it was agreed that self-help efforts and good governance in African countries

were important, and that the establishment of a new partnership in the international community was

essential in promoting development.

Th e re a f t e r, a fo l l ow-up meeting was held with a view to ap p lying the Asian ex p e rience to the

African development process.  Since TICAD, Japan has actively extended assistance with priority

on: (1) support for democrat i z ation; (2) support for economic re fo rms; (3) support for human

resources development; (4) support for the environment; and (5) effective, efficient support through

policy dialogue and other mechanisms.

At the ninth ge n e ral assembly of the United Nations Confe rence on Trade and Deve l o p m e n t

( U N C TAD9) in Ap ril 1996, Yu k i h i ko Ikeda, Japanese Minister for Fo reign Affa i rs, announced

Japan's Initiatives on Assistance to Africa.  The Plan for Human Resources Development in Africa

forms a major pillar of these initiatives.

Plan for Human Resources Development in Africa

To promote human re s o u rces development in Africa, Japan will support the campaign to



In addition, the initiatives call for Japan to host the second TICAD meeting in Tokyo in 1998.

In promoting cooperation in Africa, it is important to bear in mind the New Development Strategy

adopted at the Thirty-fourth High Level Meeting of the Development Assistance Committee (DAC)

of the Organization for Economic Cooperation and Development (OECD), held on 6-7 May 1996.

This New Development Strat egy, entitled Shaping the 21st Century: The Contri bution of

D evelopment Cooperation., is based on the concept of a "global part n e rship."  Under such a

c o n c ept, developing countries should progre s s ive ly assume ow n e rship while industri a l i ze d

countries, as their partners, should back their efforts to assume greater responsibility for their own

development.  Toward this end, it is important to set measurable, realizable goals and to take an

achievement-oriented approach.  In the area of education, the New Development Strategy calls for

u n ive rsal pri m a ry education in all countries by 2015 and the elimination of gender disparity in

primary and secondary education by 2005.

2. Basic policy on educational cooperation

Th e re is a discussion within JICA on wh at kind of policies should be adopted to pro m o t e

educational cooperation.  The Study on Development Assistance for Development and Education

c a rried out by JICA in 1994 outlines three basic policies concerning educational cooperation in

developing countries.  They are:

First, an expansion in educational assistance.  There are two types of expansion.  The first comes

from a shift in regional focus away from Asia toward Africa.  The second comes from a widening

of the scope of cooperation to include not only higher education, e.g. improving the instruction of

u n ive rsity teach e rs in va rious areas of specialization, and vo c ational training for tech n i c a l
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ensure primary education for all children in Africa by the year 2015.  This support includes

the following three components:

(1) One hundred million dollars in educational support for Africa over three years starting in

FY1996.

(2) Technical training for some 3,000 Africans over the same three year period.

( 3) U t i l i z ation of 2 million dollars from the contri butions made by Japan to the UNDP

Human Resources Development Fund, in order to promote South-South cooperat i o n ,

including Asia-Africa cooperation.
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personnel, but also assistance in the area of basic education.

Second, priority on assistance for basic education.  The importance of this emphasis is now widely

recognized throughout the world, as basic education is thought to form an important building block

for national development.

Third, implementation of aid matched to the realities of educational development in each country.

This could, in other words, be called country specific cooperation.  Needs in this area are diverse.

Some countries are in need of quantitative expansion (i.e. they need to boost school enrollment),

o t h e rs are in need of qualitat ive improvement (i.e. they need to prevent dropout and improve

attendance) and some have extended basic education to a certain extent, but need to deve l o p

secondary and higher education.  It is vital to understand the respective needs of these countries.

JICA is extending cooperation to the countries of Sub-Saharan Africa based on these policies.

Overall, the region's needs for assistance in the area of basic education are great, but each country is

at a diffe rent stage of development, and the cultural and social contexts of these countries are

diverse, making it necessary to tailor our assistance to each and every country and subregion.

3. JICA's educational cooperation in Sub-Saharan Africa at present

Looking at cooperation to Africa in ge n e ral, donor nations and intern ational orga n i z ations have

extended large sums of aid to the region.  In 1995, Japanese ODA to Africa amounted to some 140

billion yen (about 1.3 billion dollars), or about 13 percent of all its ODA.  

In 1995, JICA's technical cooperation to Sub-Saharan Africa totaled some 25.5 billion yen.  The

portion for education amounted to about 4.4 billion yen, or 20 percent of all technical cooperation

for all of Africa.  This included six technical cooperation projects focusing on vocational training

and higher education, the acceptance of 66 training program participants, and the assignment of 439

JOCV volunteers and 23 experts (these figures include both new and ongoing cooperation).
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Ongoing projects in Sub-Saharan Africa

Ke nya: NYS Te chnical Institute, Ke nya Institute of Surveying and Mapping (vo c at i o n a l

training), Jomo Kenyatta College of Agriculture and Technology (higher education), Social

Forestry Training Project (non-formal)

Zambia: The University of Zambia Veterinary Education Project

Tanzania: The Kilimanjaro Agricultural Training Center Project (vocational training)



R o u g h ly half of the technical cooperation for education to the region was in the fo rm of JOCV

volunteer activities.  Of the 439 volunteers engaged in education, 281 -- or about 65 percent -- were

involved in basic education, making up an important pillar of JICA's basic education cooperation.

Some 162 of these volunteers were dispatched to Kenya, Zambia and other Anglophone African

countries as mathematics and science teachers, thus taking advantage of Japan's leadership strength

in these fields.

S u b - S a h a ran Africa has also re c e ived pri o rity under Japan's capital grant aid program.  Th e

p ro p o rtion of grants to this region increased from 14.5 percent in 1980 to 29.3 percent in 1995.

This increase in grants has accompanied an increase in cooperation for primary education, which

amounted to some 4.3 billion yen in 1995.  In the area of primary and secondary education, which

has centered around the building of educational facilities and improvement of equipment, 11

p rojects have been launched over the five - year period starting in 1995, pri n c i p a l ly in the

Francophone countries of Sub-Saharan Africa.

As for joint cooperation with other donor nations and aid orga n i z ations, we can point to the

following:

The Association for the Development of African Education (ADEA), meets regularly in Africa for

discussions among donor and recipient nations.  Japan is not yet a member of ADEA, but a JICA

project formulation advisor was dispatched in January and February to gather information on the

educational cooperation needs of Africa and to study the feasibility of related joint cooperation with

ADEA.  

We can also point to joint cooperation with British ODA in Kenya and South Africa.  Under this

joint cooperation, British ODA is extending assistance in the area of primary education, while JICA

is cooperating for secondary education.  Furt h e rm o re, the Japanese Grant Assistance for Gra s s

Roots Projects program is being utilized to actively enhance cooperation.

With the Wo rld Bank, JICA holds annual consultations on development cooperation.  In

consultations this fiscal year, basic education was one of the main items on the agenda.

4. Issues and efforts to address them

There are numerous issues that JICA must resolve in the future related to its cooperation for basic

education in Sub-Saharan Africa.
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(1) The countries of Sub-Saharan Africa have placed pri o rity on basic education in their

d evelopment programs and are trying out va rious policies to make re l ated improvements.  Th e

fiscal base in developing countries, however, is inadequate and, under recent structural adjustment

i n i t i at ives, many countries are fo rced to make cutbacks in their education bu d gets.  As a re s u l t ,

teachers' salaries drop and it becomes difficult to secure good teachers.  These and other problems

preclude improvement in the quality of teaching.  In response, there is a need to discuss whether or

not to extend fiscal support to boost teach e rs' salaries and/or cover re c u rrent costs; ex p l o re

cooperation methods with limited recurrent costs; provide texts and books; propose paths toward

self-reliance, including the utilization of private-sector vitality; prepare a higher education base that

offers training and retraining programs for teachers; and search for methods to enhance the quality

of teachers, including the strengthening of environmental education programs.

(2) It is difficult to find cooperation methods matched to the social, cultural and historical diversity

of aid recipients.  For example, JOCV volunteers in Sub-Saharan Africa are faced with the issue of

deciding what language of instruction and educational techniques should be adopted.  To resolve

these issues, there is a need to select an ap p ro p ri ate language of instruction in order to improve

l e a rning effi c i e n cy; improve or cre at ive ly use educational mat e rials; and, after fully grasping the

c u rrent state of traditional education and considering the introduction of modern educat i o n a l

methods, there is a need to adopt strategies that appropriately integrate these methods.  To identify

diverse regional community needs and hammer out appropriate policies to promote self-reliance in

education, it is important that educational administration be decentralized.  In Sub-Saharan Africa,

however, most regional administrative institutions are underdeveloped, so it is necessary first of all

to ask whether or not decentralization is realistic under these conditions.  Then consideration can be

given to how extensive decentralization should be.

(3) Finally, it is essential to identify the factors that prevent a rise in enrollment and to come up

with policies to deal with those factors.  Economic, social and cultural factors figure prominently in

the equation.  As our panelists pointed out in their discussions, it is essential to fully grasp these

factors.

5. Prospects for JICA's engagement in basic education cooperation in
Sub-Saharan Africa

We have come to re a l i ze that these issues cannot be re s o l ved through independent, piecemeal

e ffo rts by aid implementing orga n i z ations.  JICA must take a compre h e n s ive and collab o rat e

approach, while building its human and other resources.
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(1) Comprehensive approach

JICA's technical cooperation has traditionally been in the form of technology transfers to specific

regions.  The program ap p ro a ch taken by other donors, under wh i ch assistance is ex t e n d e d

throughout the educational sector, has been logistically difficult under the Japanese system.  There

are exceptions, however, such as JICA's cooperation for the improvement of secondary math and

science education.  Under this and similar programs, JICA is not implementing each of its

cooperation schemes independently; rather it is integrating these schemes with the aim of achieving

a multiplier effect.

(2) Cooperation with other donor nations and NGOs

Improving the results of educational assistance is not a task for any one agency.  Rather, it requires

c o o p e ration with other donor agencies and nations.  Th e re is a need for JICA to expand its

cooperation with British ODA and the World Bank, as mentioned earlier.  It is also important to

a c t ive ly promote re l ations with ADEA in its effo rt to promote part n e rships between Afri c a n

countries and aid implementing agencies.

NGOs are playing an active role in assistance related to basic education.  In Asia, for example, they

a re deep ly invo l ved in pri m a ry education in Bangladesh and education of the poor and ethnic

m i n o rities in Th a i l a n d.  In the future, we must consider the support of NGOs in educat i o n a l

assistance.  Cooperation with NGOs could include joint implementation of projects, joint activities

with JOCV volunteers, training in Japan of NGO personnel involved in educational assistance, and

i n fo rm ation ex ch a n ges.  In Sub-Saharan Africa as well, the importance of promoting basic

education projects in cooperation with NGOs is increasing.

(3) Improving the aid implementation structure

For JICA, the difficulty of educational assistance to Sub-Saharan Africa is, first of all, that Africa is

ge ograp h i c a l ly ve ry far away from Japan and unfamiliar terri t o ry as a result.  Socially and

culturally, Africa is very different from Japan.  Furthermore, except for English-speaking countries

in Africa, there is a language barrier.  In addition, the capacity of the recipient countries is limited.

To extend effective cooperation in the area of basic education under such difficult circumstances, it

is important that Japan, and JICA in part i c u l a r, make the fo l l owing improvements to its aid

implementing system.

Fi rst, it is essential to re c ruit and train educational aid ex p e rts commensurate with Jap a n ' s
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expansion of educational assistance.

S e c o n d, it is important to train JICA staff with ex p e rtise in education, as well as educat i o n a l

consultants.

Third, it is important to build a network with researchers and administrators involved in educational

a s s i s t a n c e, as well as unive rsities and other concerned orga n i z ations and gove rnment authori t i e s .

At the same time, it is necessary to establish a stru c t u re for the promotion of deve l o p m e n t

education to gather information on educational assistance to developing countries and to promote

understanding of educational assistance.
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DAC New Development Strategy

The seminal paper “S h aping the 21st Century : the Contri bution of Development Co-
o p e ration", adopted by the DAC in 1996 outlines the new development strat egy for the
coming twenty ye a rs. It provides guidance for effe c t ive assistance, beginning with
measurable goals of poverty reduction, social development and environmental sustainability.
Co-operation should be built around partnerships between donors and recipients that enhance
self-reliance and build on local capacities.

The goals:

1. Economic well-being: The proportion of people living in extreme poverty in developing
countries should be reduced by at least one-half by 2015.

2. Social development: Th e re should be substantial progress in pri m a ry education, ge n d e r
equality, basic health care and family planning, as follows:

a) There should be universal primary education in all countries by 2015.

b) Progress toward gender equality and the empowerment of women should be demonstrated
by eliminating gender disparity in primary and secondary education by 2005.

c) The death rate for infants and children under the age of five years should be reduced in
each developing country by two-thirds the 1990 level by 2015. The rate of maternal mortality
should be reduced by three-fourths during this same period.

d) Access should be available through the primary health-care system to reproductive health
services for all individuals of appropriate ages, including safe and reliable family planning
methods, as soon as possible and no later than the year 2015.

3. Environmental sustainability and regeneration: There should be a current national strategy
for sustainable development, in the process of implementation, in every country by 2005, so
as to ensure that current trends in the loss of environmental resources-forests, fisheries, fresh
wat e r, cl i m at e, soils, biodive rs i t y, strat o s p h e ric ozo n e, the accumu l ation of hazard o u s
substances and other major indicators - are effectively reversed at both global and national
levels by 2015.



DISCUSSION  II.

Moderator: First of all, Mr. Allsop talked about the recurrent costs and salaries of teachers —

that’s the major part of the recurrent costs.  About the teacher salary and also the long-term

assistance, would you like to make any comments on this thing? 

Ms. Diallo: Maybe I should say something because I talked about the redeployment of teachers.

We have been able to build 3000 cl a s s rooms within these three ye a rs as you have seen.

And what we have noticed is that some teachers were at the secondary level, and not all of

them had 18 hours a week.  Some of them just had two, four hours or eight hours .

Therefore, we did a big campaign.  First of all, we approached the two unions.  You know

how strong the teachers’ unions are.  So we called them and we told them the problem.  We

have to provide these classrooms, which are built and equipped, with teachers.  We know

that more than 1000 teachers are at the secondary level.  They don’t have 18 hours a week.

Should we let them stay there or should we cut the salary, or what do you prefer or let them

go down in pri m a ry schools and get some in-service training to help them teach in the

p ri m a ry schools.  Wh at do you pre fer?  So we had a good discussion with them, and

together we made a big sensitization among teachers and also the parents because we had

to have the parents with us, otherwise if you have a strike, it will block the whole country.

Th at ’s how we we re able to re d ep l oy 1,806 teach e rs from secondary school to pri m a ry

school without paying a penny.  And then, we also were allowed to hire 600 teachers, but in

rural areas.  And you know how young people are reluctant to go to rural areas.  So what

we did was to centralize completely the recruiting of teachers.  So the  young people who

had finished teacher training in college were told that the job was actually in the rural areas.

You go and you get it there.  So that ’s how we solved one part of the teach e rs’ salary

problem.

M o d e rat o r : Thank you ve ry mu ch.  Ve ry, important key wo rk that was done in Guinea.

Fo rt u n at e ly I had opportunity to be with ADEA wh e re Rich a rd Sack is heading as a

re s e a rcher for JICA to collect info rm ation on Sub-Saharan Africa.  It was not only

e d u c ational for my s e l f, but also I was able to collect a lot of info rm ation otherwise not

available.  I am wondering whether you could elaborate a little bit about ADEA, what kind

of organization, and how it has evolved in a very short time.

Mr. Sack: Thank you.  Yes, ADEA has basically become a common ground for all concerned with

the development of education in Africa.  I say common ground meaning ADEA is not an

o rga n i z ation in the usual sense of the term.  It doesn’t have a fo rmal orga n i z at i o n a l

s t ru c t u re.  It’s not an implementing age n cy.  It’s not a funding age n cy.  It’s a common
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ground where agencies and ministers of education and professionals in education can work

together in a number of different forums.  The steering committee, which is composed of

m e m b e rs of the steering committee plus seven ministers, is the pri m a ry place of

coordination.  Ten working groups, working in countries on specific issues of education in

Africa, working in areas of capacity building, advocacy and analytical work.

You might want to ask, what are some of the results of ADEA?  Let me just give a

couple of examples.  I can talk about the results of working groups such as FAWE, which

has played an important role in sensitizing all areas of the educational commu n i t y, be it

m i n i s t e rs of education, legi s l at u res, donors, as to the importance of gi rls’ education in

Africa, and not only the importance, but various means of attaining this paramount goal.  I

can talk about action plans that have been developed by some working groups in several

c o u n t ries for the improvement of the collection of statistics or for the improvement of

teacher management systems.  I can talk about, for example, the United Nations system-

wide special initiative for Africa, which was developed by several U.N. agencies, mainly in

New York, and which was supposed to receive the support of all agencies.  But for various

reasons, the very first point of consultation amongst the agencies happened to be a meeting

of the steering committee of ADEA.  For some reason or other the agencies concerned did

not find a more effective means of consultation, a most important process.  

B a s i c a l ly, wh at you find happening in ADEA is the development of share d

understandings between agencies and ministries, shared understandings which have a much

greater likelihood of developing into shared programs than if you did not have these shared

understandings.

Moderator: Thanks very much.  Now, Aïcha?

Ms. Diallo: FAWE.  It’s the Forum for African Women Educationalists, which is constituted of 44

members.  To be a member of FAWE, you have to be either a minister of education, or a

vice-chancellor of a university.  And these 44 members are represented in 26 countries, so

i t ’s a pan-African orga n i z ation.  And it has now seventeen national ch ap t e rs because the

work has to be done in the field.

Moderator: Thank you very much.  About the organization, ADEA, you have in your materials a

brief explanation about the organization, and another organization, FAWE is composed of

former education ministers and the top of the universities and so on.  This is an NGO which

promotes awareness on education, especially on women’s education from policy making to

the implementation of diffe rent programs.  I think this is a ve ry important and ve ry

interesting organization created in Africa.
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M o d e rat o r : N ow we would like to solicit questions and also comments about the pre s e n t at i o n s

made.  Today's presentations covered a very wide range, including the conditions in Sub-

Sahara as far as education is concerned and also different efforts made in this area.    

Before we go on to the questions from the floor, I also would like to mention that we

have the members who are participating in JICA's education program from South Africa. 

Audience Member: Thank you very much for this opportunity.  It's a great honor.  

Just to comment on behalf of the South African participants who are here, basically, I

think this seminar just coincided with our training here in educational management and

training, and that we are indeed pleased to have been a part of this seminar, to have listened

and perhaps some of us will share ideas, and maybe even go beyond sharing ideas

hopefully.  

Maybe to say one or two things abut South Africa.  Actually I will start by saying it's

very difficult to talk about South Africa at the moment because like some of the countries

mentioned, South Africa has just emerged from its own problems.  Some will recall that

over some decades there were political problems and so on, but I think we emerged from

that about three years ago, in 1994.  So the difficulty about talking about issues there is that

we had a differentiated way of funding organizations and administration and management

of schools.  Whereas perhaps some communities within the province of South Africa have

advanced quite well.  Other communities which are in the majority have not yet advanced.

But we have been talking about this as a group here, and we do recognize the importance of

basic education, primary education particularly.  

But also we have a peculiar problem which might also be common in other African

countries -- the question of high illiteracy rate.  On average in our country it's about 50%.

To that end, we have passed legislation, and one is pleased to mention that our President,

P resident Nelson Mandela, has taken personal interest in making sure that this illitera cy

rate is era d i c at e d.  And we also looking beyond the question of re a d i n g, writing and

nu m e ra cy.  We are also looking at the question of giving these people or teaching them

skills, wh at I had understood to be life-long learn i n g, and this is wh at we are ge a ri n g

towards.

In conclusion, there are challenges, very serious challenges.  I have already spoken

about the 50%, and the fact that communities in this country are not equally in need, so this

is also a challenge that needs cooperation of all in the country.  

We are not a very rich country, so the second challenge will actually be financial.  And

maybe I am just mentioning this deliberately because when we talk to some people, they

say, "no, no, not South Africa, because it's rich."  It's not actually the case because we also

h ave a limitation of funds.  Just to become specifi c, I would say, for instance, in the

p rovince that I come from, we have a ve ry gre at short age of cl a s s rooms wh i ch affe c t s



e d u c ation.  Of the 60,000 cl a s s rooms that are needed at the present moment or over the

next five years, 35,000 of those are needed in the province from which I come.  So it's not

uncommon.  It's not unusual to find a classroom under a tree or the whole school under a

tree, particularly in the provinces.

Another problem that is receiving attention is early childhood education, because we

believe that the foundation should be a good education at a very early stage.  That is also a

challenge because due to financial constraints we have not yet started in earnest.

Maybe briefly that is what one would like to mention, that is,  what we are presenting

here is not necessarily an official opinion.  Thank you very much.

Moderator: Thank you very much.  South Africa, in comparison with other Sub-Saharan countries

-- we tend to have the impression that it is richer.  However, you have those inequalities in

e d u c ation, and a high rate of non-litera cy that there are not enough cl a s s rooms, and the

p ro blems of pre s chool education.  So we see that these pro blems are common in South

Africa.

So questions from the floor now.  Those with questions, will you please raise your hand.

Audience Member: I am a professor at the graduate school.  There were sporadic references to the

role of the communities.  Th e re are three actors: one is the gove rnment, second is the

community, and third is the market.  The community can act both positively or sometimes

negatively because of the given value system, or given society.

Now, whatever is the good educational policy, for the policy to be really effectively

i m p l e m e n t e d, I think there are five major fa c t o rs.  One is the consistency in the policy

i t s e l f.  Th e re should not be mu ch exemptions or loopholes in the policy itself.  Second,

t h e re must be a ve ry strong political commitment.  Th i rd, the cap ability of the

implementing agency in terms of the organization's personnel, budget, and rapport with the

client.  The fourth point is the community -- the receiving end.  How do the people respond

to the government's delivered policies?  For the community to positively participate, there

are three major factors.  1) the community's organizations, 2) the community's norms, and

3) community's organizations and the capacity to build its own resources.  And fifthly (sic),

is the policy environment.  

With this framework, I should like to propose that the discussion should be much more

deepened.  Thank you.

Audience Member from JICA: Miss Kagia mentioned south-south cooperation.  I have a couple

of questions concerning south-south cooperation.  South-south cooperation in the area of

p ri m a ry education -- wh at is the effi c a cy, how should that south-south cooperation be

implemented, to what area, and how should it be used for it to be effective?  The second
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one, Japan is planning to hold TICAD II next year, and I am sure in TICAD II, we will have

an issue of Asian-African cooperation, no doubt, in other wo rds, using the Asian

experience to Africa.  I have some suspicions about it, or skepticism, I should say, about it,

the ap p l i c ation of the Asian ex p e rience to Africa because the education system betwe e n

Asia and Africa may be too different.  But still what can Asia do for Africa in terms of

providing suitable experiences?

Audience Member: I am from the Ministry of Foreign Affairs, Bureau of Economic Cooperation.

In the Foreign Ministry we have an educational task force and we are soliciting views and

comments from the people.  Well, it is good to give education aid, but how do we monitor

the results, or the ach i evement?  How do we assess the ach i evement or effe c t iveness of

education aid?  How can we measure that?  Because running this task force, of course we

say that aid is good.  But still very often we talk about achievement-oriented aid.  How can

we assess and measure achievement in education aid?  How does one judge that education

aid brought good results or bad results?

Audience Member from JICA: I was in Ke nya about ten ye a rs ago, at a unive rsity in Ke nya ,

t e a ching management at a unive rs i t y, so I have some ex p e ri e n c e.  And after that, I go t

i nvo l ved in DAC eva l u ating aid.  So I am ve ry interested in education aid.  With that

b a ck gro u n d, I would like to ask you, concerning basic education in Africa, how is the

support of the donor country's people established, or created?  

We do not have much resources now.  Resources for aid is constrained, and that being

the case, the mission on the part of the donor is that you will be able to achieve visible,

short-term, tangible results in a short period so that you can tell the people, or the people of

the donor county, that these results have been ach i eve d.  But in basic education the

recipients are children or women or the disadvantaged people, so in that sense, it is not very

d i fficult to re c e ive aid.  Howeve r, when compared with higher education or vo c at i o n a l

education and so forth, or technical education, and when you have to compete for funding

with these types of education, it may not be all together easy to channel money into basic

education.  And also Japan has not been involved with basic education in Asia, so we tend

to feel that education, particularly basic education, is an area for self-help on the part of

these developing countries.  We have been saying that to Asian countries and we still

continue to say that.  This is the understanding of basic education here in Japan.  Is it the

same in the United States, and in the U.K., or is it different in your country?  Now, how can

you achieve visible, tangible, sustainable impact in a short period with the education aid?

How can we achieve that, if you can give us some ideas.

Moderator: Now, I would like to have responses from the panelists and then we will have another
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round of questions.  There was one comment about education development, and then there

was another question about the south-south cooperation to Ms. Kagia, and then TICAD II;

how can we use the Asian experience for Africa?  And then the third question was, how can

you evaluate and measure the effectiveness of education aid?  And the last one is, how can

you achieve visible, tangible, effective impact in a short period.  Also is it appropriate to

give aid to basic education?  Isn't basic education something that each country can do?

Now, Ms. Kagia please, about south-south cooperation.

Ms. Kagia: Thank you.  You asked two difficult questions, but they are really at the heart of what I

seem to be picking up even in the other questions, wh i ch is, how to increase the

effectiveness of Japanese support to basic education in Sub-Saharan Africa.  There is no

doubt in my mind that countries have a lot to learn from other countries in similar situations

in other parts of the world in at least three ways.  One is in the way in which they organize

their educational systems in terms of the content.  Asia has instru c t ive lessons for Sub-

Saharan Africa because of the way the education programs are integrated with their social

and religious values as opposed to what Minister Aïcha Bah said earlier about education

being divorced from the social realities, and that is something that, I think, if we are going

to make education in Africa mu ch more re l evant, we could learn something from.  Th e

second lesson that Africa could learn from Asia is financing of education systems.  I

alluded to that earlier about how public budgets are disproportionately expended on higher

l evels of education at the expense of pri m a ry education.  When you look at most of the

countries in this part of the world, government fully funds and supports basic education,

and then they join hands with the private sector and the parents to provide education for

secondary and higher education.  Last year, we took a team of African ministers to South

Ko rea and wh at we we re looking at is how did they get wh e re they we re in thirty short

ye a rs.  And it was ve ry clear that the part n e rships that have developed in financing of

education to the point where by the time South Korea reached $10,000 GNP per capita two

ye a rs ago, the private sector was putting more into education than the gove rnment wa s

putting into it.  That was a very instructive example to those ministers of education.  And

then the final lesson which is also very important is the utilization of skills from education

at all levels.  One of the lessons that I know I have taken from here is the value of

meritocracy, rewarding those who have excelled at all levels, jobs are assigned that way,

p romotions are given in both public and private sector.  If there is a built-in value fo r

meritocracy, it becomes self-reinforcing for excellence in education programs, and then you

develop a vicious cycle where the demand for education then, is a filled by the certainty

t h at good education will lead to good economic outcomes.  I don't know whether that

answers the question fully.  Perhaps I had better stop there.
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Moderator: Thanks very much.  Is there anybody who wants to add?  

Mr. Allsop: Thank you.  I was very interested by the analysis offered by our professor colleague

h e re.  It seems to me that the policy analysis that you have given us applies to eve ry

country's educational environment.  It's a common factor.  It's as desirable in Japan as in

Russia or anywhere else.  What strikes me very strongly is that it doesn't actually cost a lot

of money to provide that env i ronment.  It actually costs a lot of human effo rt and

commitment.  And if taking our fourth question as point, there is a constraint on funding.

This is the crucial area wh i ch you descri b e d, wh i ch we should be trying to support

financially in human development terms.  But then I turn again to the fourth question and

say, sorry, sir, you cannot have that quickly.  It is not possible to do that quickly.  It is not

p o s s i ble to describe the development of that cap a c i t y, political env i ronment, commu n i t y

capacity in the kind of time frame which is normally comfortable to people who start with

economics.  Pe r h aps I should say a little more than that.  But actually, most of the

significant changes which I think the educationists here on this panel seek to find it in Sub-

Saharan Africa are long-term and not easily measurable with indicators which people feel

comfortable about.  And I am sorry.  We go on trying to be more specific in those indicators

and those outcomes, but we have to take the long view.  Thank you.

Ms. Diallo: There is also a question which has been asked as to whether it is possible to replicate

the Asian experience in Africa.  I would say yes because yesterday I visited ACCU(Asian

Culture Center of UNESCO), and I have seen the material that they have been developing.

This material can be adapted in Africa because the issues that have been brought in this

material are the same in Africa.  It's just a question of adapting it to the context.\

Mr. Sack: I will address the question of our friend from the Foreign Affairs Ministry as to how to

monitor results, assess, and measure.  This is indeed a most difficult question.  But yo u

have to think about what education is -- a very long-term enterprise.  Just think about how

many years you went to school and how many years it has taken any country to develop the

education system it has.  Results in education don't come very quickly.  This said, in the

context of foreign aid, there are several distinctions that need to be made.  First of all, there

are countries, that is, recipient countries, that are bigger and smaller.  In some countries,

foreign aid is but a fraction, a small fraction, of even the capital costs spent on education.

And there, what you would want to look at would be what marginal differences, or what

i n n ovat ive effects fo reign aid has had.  In other countries, mu ch smaller countri e s ,

p a rt i c u l a rly in poor countries, indeed, fo reign aid will in bu d ge t a ry terms make a

d i ffe re n c e.  I have been invo l ved in projects wh e re a five - year project rep resents may b e

20% of the annual education budget of the country.  Now, there you might expect results.
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Well, what kind of results could you expect?  Results related to access?  And indeed there

are measurable indicators in terms of enrollment rates over time, girls' enrollment rates, or

rural enrollment rates over time.  But even then enrollment rates are related to the general

economic situation, and training more teachers or building more schools are not going to

make much of a difference if the general economy is declining.  And another point is, of

c o u rs e, the be-all-and-end-all of education, let's not fo rget, is learn i n g, ach i evement, and

there is the issue of how do we measure achievement.  Well, it is measurable, by in large,

but we have to have the instruments to be able to do that.  And you have big international

s u rveys such as IEA(the Intern ational Association for the Eva l u ation of Educat i o n a l

Achievement), which provides comparative indicators on achievement in math, language,

science, and other subjects across a large number of countries.  But the most essential thing

is for countries to have their own ap p a ratuses, their own capacities for measuri n g

a ch i evement.  And this is for ex a m p l e, one area wh e re the Wo rld Bank has become

i n c re a s i n g ly active over the ye a rs, that is, developing the in-country capacities, tech n i c a l

and organizational capacities, to be able to measure achievement.  Now, the results of what

you measure is another question all together but still you need the wherewithal to be able to

do this.  

So I think this is an area, education, where it might be counterproductive to expect

quick results just like it's very difficult to think of coming up with a quick fix in the area of

education.  Nonetheless, as difficult as it is, I do suggest that the question has to be kept

fo remost on all of our agendas, even though we need to have a certain amount of

philosophy or philosophical distance as we attempt to answer the question.

M r. Odano:  I would like to talk about the south-south and TICAD II questions.  To l s t oy, the

Russian author, has written in his book that happy families are happy families, but unhappy

families are all unhappy in some way or another.  Now, when we look at East Asia's success

because Japan has been so successful, Asia is regarded as being a very successful region.

But Sub-Sahara, on the other hand, are filled with problems carrying a number of problems.

Th at is the sort of image that we hold.  But if we think care f u l ly, you will come to

u n d e rstand that if you look at Asia, there are Islamic countries, Buddhist countri e s ,

Confucianist countries, or Christian countries.  So there are different countries.  And also

t h e re are countries wh i ch have ex p e rienced colonial ru l e, and those who have not.  So I

think in terms of dive rs i t y, Asia is equivalent to or not that mu ch diffe rent from Sub-

Saharan Africa.  So in that respect, because there is this diversity, Sub-Saharan Africa does

not need to have any fe a r, but instead, I think, that we need to try to come closer to a

solution referring to this Asian example.

When we talk about south-south assistance, I think there are four areas we need to

look into.  One is the fact that the wo rld is becoming more and more interd ep e n d e n t ,
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t h e re fo re, it's necessary to have more inter- regional cooperation between the South

countries, and we need to support this sort of movement.  That's one point.  And secondly,

and this is from a donor's perspective, I believe, but because of this aid fatigue, there is a

need to try at the same time to meet this increasing demand for aid.  So the deve l o p i n g

nations need to provide and fill in for the areas which the developed nations cannot provide

assistance for.  And the third aspect that I would like to talk to you when we try to promote

south-south cooperation is the fact that appropriate technology can be transferred if it's in

the south-south assistance, and I think this is true also for the pri m a ry education sector.

And lastly, I would like to emphasize the fact that by carrying out international cooperation

it's not just the developing nations that benefit, but industrialized nations also benefit from

this process.

Now, Japan has been a recipient country for a long period of time, and Japan has been

a donor country as well, and we have learned a great deal from this experience.  So this is

something that the Americans are saying as well.  The Americans are saying that providing

assistance does have a ve ry good effect on their community as well, whether it be the

women in development, or gender issue, or env i ronmental issues.  Th ey say that this

assistance has been very beneficial for the Americans as well.  So we shouldn't define the

developing nations as the recipients, but rather by going to those countries, you can also

have an opportunity, the donors also have an opportunity, to think back and reflect upon

themselves and their own communities.

We have been talking about ADEA, and I think ADEA is a very important place for

us to exchange information at the policy level as well as at the grassroots level.  And I think

ADEA-like approaches need to be promoted in the future and the donors should not think

of themselves as giving people assistance but rather they should think of themselves as

partners with the recipient countries.

Moderator: We would now like to have another round of questions, maybe from four people.

Audience Member: I am from the University of Zambia and I am presently a visiting research

fellow here in Tokyo.  I have a few observations to make on some of the presentations.  To

begin with, I would like to seek one little clarification from my friend, Ms. Ruth Kagia of

the World Bank, which would be the last page of her paper in that table, I find that in the

column depicting the key issues, the column is left blank in the case of Zambia.  And I am

wondering whether it implies that there are no critical issues because there are some very

critical issues in the Zambian case.  One issue for example is very evident from table 2 of

the UNESCO paper, where you have shown for example that the primary enrollment rates

have been steadily declining from 1989-90 to 1994-95.  There has been a consistent and

persistent decline.  And I think it is not only the case of the primary enrollment, but even in
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the case of secondary enrollment in Zambia.  And the second, and I think a very important

i s s u e, is about the tremendous deteri o ration of the quality of education at all leve l s ,

primary, secondary, and which of course feeds back into the tertiary level.  As a professor

of economics at the unive rs i t y, I re a l i ze now the kind of intake we have eve ry year at

university from the various schools.  The quality has been going down tremendously.  

The next observation I would like to make is with respect to the importance of primary

e d u c ation.  It is tru e, in ge n e ral, that perhaps on a social cost/benefit analysis, pri m a ry

e d u c ation might have the maximum re t u rns, but I think the situation would va ry fro m

context to context.  For example, if you take female education and the impact of female

education on society in terms of performance on various social indicators like fertility rate,

maternal mortality rates, child mortality rates, and nutritional status of households and so

on, what we find, and I found this in the case of Zambia and a few other countries in Sub-

Saharan Africa, that the maximum impact is not at the primary level or the tertiary level,

but at the secondary level.  In other wo rds, when you look at the progression of fe m a l e

education from zero level education to primary to secondary and to tertiary, you will find

t h at there is some improvement in these social indicat o rs when you move from ze ro to

p ri m a ry, but there is virt u a l ly a quantum leap when you go from pri m a ry to secondary.

And therefore, I think it's very important that when it comes to female education we do not

at any stage, suggest that we are quite pleased if we stop at ensuring unive rsal pri m a ry

female education.  I think it's very important to move on to secondary female education as

well.

The third point is an academic point.  I chuckled to myself when the final panelist, the

man there from JICA mentioned that he would like to find ways in which to improve the

salaries of teachers in Sub-Saharan Africa.  And I am very much in agreement with that

suggestion because it seems to me that there is almost an antithetical stance that has come

from the World Bank and ODA.  For example, earlier on, we were shown a chart where we

were shown which are the important, and which are the relatively unimportant correlates

with the quality of pri m a ry education.  And the policy implications are wh at the Wo rl d

Bank has been suggesting to a number of countries because what it means is that if you

expand class sizes, up to at least say 40 per cl a s s room, and you extend the number of

t e a ching hours, you re c ruit teach e rs with lower qualifi c ations at lower salaries, then yo u

will be able to really economize and get the maximum output.  And I think that this is not

something that is valid in Sub-Saharan Africa.   I remember that I read a paper by Professor

Martin Cornoy (sp?) a couple of years ago, very short, that these prescriptions were made

by the Wo rld Bank to some of the East Asian countries notably    South Ko rea, wh i ch

implemented them, and they found that in a few years, there was a tremendous reduction in

the quality of education and therefore, they had to reverse some of these trends in terms of

t e a ch e rs' salaries and so on.   I think the same would be valid when it comes to Sub-
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Saharan Africa.  Thank you.

Audience Member from African Country: I am from South Africa, a participant in the JICA

program, educational management.  While from South Africa we appreciate the assistance

extended by developed countries to developing countries in form of donors, we do not have

an extensive experience of working with international donors in South Africa, perhaps for

some political reasons.  As I indicated while we appreciate the assistance provided, we ask

a lot of questions.  One, for decades, international donors have been involved in helping

developing countries.  How long does it take to help a country to move from one economic

stage to the other stage?  Does it take seventy-five years, or does it take one hundred years?

Take an example of a country like Botswana which is politically stable.  How long have

d o n o rs been invo l ved in Botswana, and would they say that now they have ach i eved a

certain level?  Let's say concerning technical skills or conceptual skills, are we not going to

s ay at a certain stage that this country is self-sufficient as well as technical skills are

concerned.  Do we teach them how to eat fish and not how to fish?  Thank you.

Audience Member:  Th e re are two points wh i ch I would encourage people to look into the

changes that is taking place in Uganda with respect to education.  Very interestingly, we

h ave just started free education, pri m a ry education, at the  gra s s [ roots] level for the fi rs t

four years.  How this will involve in terms of resources, we don't know.  What we know is

that it is a difficult task.  So I encourage researchers, donors, to go and visit and see what

changes are going on vis-a-vis education in Uganda.

Regarding paying more money to teachers, which is been coming now and then, I

would like to give you also the ex p e rience we have had in Uganda.  We started wh at is

called a PTA, parent-teacher associations, and we collected money and we used part of that

money to add to the salaries of teachers.  Very difficult, because you are doing it only to a

section of the community, only to teachers.  What about the other people in the services?

You've got to think of that as well.  But when we wanted to implement that, one question

that arose is the effectiveness of this teachers' salary increase.  I encourage people to get the

experience of Uganda that in trying to find out the success of this, the teachers' wives were

brought into play -- the wives of the teachers and the husbands of the teachers.  And the

answer regarding the increase of money was very varied.  What the women wanted, that is,

the wives of the teach e rs wanted was not just money.  It was something more than just

money.  So I'd like you to go to Uganda and visit Uganda and try to find out what is going

on.  Thank you very much.

Audience Member: I have an ex p e rience with the Unive rsity of Sierra Leone and Nairo b i

U n ive rsity as well.  I used to teach at some of those unive rsities, and because of that, I
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visited a number of primary schools in those countries, not just working at universities.  But

I would like to raise a couple of questions and ask for your advice.  First of all, talking

about the qualifi c ation of teach e rs, many detailed re q u i rements seems to be in place.

Somebody from Zambia talked about unqualified teachers, but even an unqualified person,

if he is well motivated and enthusiastic about teach i n g, I think, that would be more

important.  The top 5% of children in the 6th grade can teach properly reading and writing

and math to the youngsters in the first grades like brothers and sisters.  Maybe those older

students can be used as assistant teachers, so to speak, for youngsters.  Can't we think about

the utilization of those youngsters?  I think this probably is pertaining to deregulation in the

area of education in a form.

Secondly, I would like to talk about Uganda.  I understand in the rural areas, many of

the teachers do not have pride or enthusiasm in being a teacher, and you need to encourage

them.  I would like to ask your opinion as to how to encourage teach e rs to be proud of

themselves and be proud of their profession.

Moderator: Thank you very much.  Would any of the panelists like to respond to the questions

and comments made?

Mr. Allsop: Two quick points.  The first one to our colleague from Zambia who was talking about

the decline of quality.  Just a warning.  And that is that there never was a golden age of

learning in Africa, in schooling in Africa, within our life times.  You are not comparing like

with like.  You are re flecting on a time when you went to school in Africa wh e re the

percentage of children in school was very small.  Now, we are trying to face the challenge

of providing quality schooling for all children.  So the equation is simply different.  So any

references about quality decline have to be very carefully phrased, in my view.

Teachers' qualifications and untrained teachers.  If I could just give a small example

from Ghana of how we are trying with the government in Ghana to change the position of

primary teachers.  I think it's an interesting model.  At the moment in Ghana all teachers are

t rained nat i o n a l ly for pri m a ry schools, and they are all posted to schools by the centra l

government.  It creates a whole series of problems; demotivated teachers, teachers who do

not wish to serve in the remote rural areas.  I would not wish to teach in a remote rural

primary school in Ghana, either.  I wouldn't survive very long.  What we are trying to do in

six pilot districts is to give responsibility for the whole process of selection of teachers for

t ra i n i n g, the tra i n i n g, and then the posting of those teach e rs locally to the district leve l .

And we believe that this is an important key to ch a n ging the motivation of teach e rs .

Locally identified as suitable for training, being trained locally, and returning to their own

local env i ronment.  It cre ates, we hope, a mu ch more stable teaching fo rce wh i ch is not

c o n s t a n t ly running off to the urban areas wh e re the bright lights and the ove rc row d e d
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housing and all the other doubtful benefits of the urban env i ronmental exist.  It's only a

model.  Thank you.

Ms. Kagia: Let me make two quick comments one in response to Professor Sashamani.  Zambia

was left blank for a very good reason.  I had so many issues listed there.  I took them out,

because it was looking imbalanced.  As you know, there are real issues in education, some

of which you have outlined, and I simply didn't get back to summarize them.  But I agree

with you.  There are very major problems in Zambian education.

On the development of secondary education and the importance of secondary

education, in order to get the full benefits of education, particularly for women, research

evidence is unequivocal on that, and you do need to develop secondary school systems.

But I think we are starting on the premise that unless basic education is broad-based, high

q u a l i t y, and equitabl e, then, wh at you do by developing secondary and tert i a ry fi rst is

planting the seeds for economic disequilibrium, so it is not a neither or situation we are

talking about.  It's a question of developing balanced educational systems and making sure

that financial support to one subsector does not undermine support to other levels.

In response to Mr. Kilahoto's question about how long it takes to develop a country,

my answer is that, one, I don't think any donor develops a country.  The most any agency is

going to be able to do no matter how effective it is, is to provide a very, very small portion

of support.  And you give a perfect example in quoting Botswana.  Botswana is, as you can

see from my table 5, re c e iving ve ry little support from the Wo rld Bank or from most

agencies, because it's doing very well on its own.  The support it gets is usually in terms of

policy advice, sharing knowledge and experiences.  But the reason Botswana has moved

that far is not because they have diamonds, although that has helped, it's not because it has

a re l at ive ly small population of about one million and two million cat t l e, although that

helps.  But it's because they have very, very good economic management.  They have some

of the highest domestic savings any wh e re in the wo rld because they operate on a ve ry

simple pri n c i p l e, wh i ch says diamonds once mined are gone fo reve r, so all the reve nu e s

they get from diamonds have been systematically saved for a time when there will be no

diamonds, and that has created its own cycle.  What I am saying is that if a country is well

managed, then, what you get from external partners goes much farther.  And it is in that

context, I believe that Japan's strategy for support includes good governance, because we

have seen good money go after bad in countries where there has been poor management of

the economy.  And we have also seen even within the Africa region, very little in the way

of amount of resources going very far, because it is effectively utilized.  Thank you.

Ms. Diallo: You know, His Excellency said that teachers do not want to teach right.  Here, it is

ve ry important that the teacher be re c og n i zed as giving something va l u abl e, so the
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community should be sensitized to support the school.  And I always say that the day in

Africa, education will be as popular as a football, then education will be it, and all teachers

would like to be football players.

Mr. Sack: I'd just like to [support] the point that Ruth Kagia made about good governance and the

i m p o rtance of good gove rnance in development and the effe c t ive use of re s o u rces fro m

donor agencies.  And here you also could extend the notion of good gove rnance to the

agencies themselves, and include in the good governance, that is, the effective allocation of

re s o u rces, the ex t reme importance of coord i n ation, of effe c t ive coord i n ation amongst

agencies wh at ever fo rm the coord i n ation takes.  Also for the info rm ation of Mr.

Ambassador, your Minister of Education is very active in ADEA.  He is a member of our

steering committee and has been very active in all of our councils.

Mr. Utsumi: So this is an excellent opportunity for people to present their views, but I wanted to

give the chance and opportunities to people who have traveled long distances to come to

participate in this panel discussion.  So I have been refraining from speaking.  But I am

getting quite frustrated, so I will start saying.  

I was in Guatemala, doing a joint project with the United States to get girl children to

go to school.  And in Guatemala, the language is Spanish, but the Maya Indians, the

indigenous people, only speak the Mayan language, and so to teach them you have to use

the Mayan language as the language of instruction.  To do that, UNICEF and DGZ, say that

b i l at e ral education, that is, teaching in the Mayan language as well as in the Spanish

l a n g u age, this sort of bilat e ral education is cre ating a specific area in Guatemala wh e re

people can live only speaking in the Mayan language.  This is in the true sense of the

bicultural, or bilingual society.  But USAID says that is not the case.  Bicultural education

means assimilating these Mayan children into the Spanish speaking culture and language,

so that they can live using the Spanish language, that that is their concept of bilat e ra l ,

bicultural education.  So this is the conflict of views.  When we talk about assisting people,

h ow do we cope with those diffe rent views from the top or from ab ove?  Wh at sort of

objectives or aims are we going to espouse?

Now, we have to look at what's happening here in Japan.  We do have minorities here

in Japan, and what sort of education have we been giving to the minorities?  Well, through

my Guatemala experience, it struck to my heart, that I had neglected this minority language

issue here in Japan.  I think it is time for us here in Japan to think about wh at sort of

education we can give to Japanese minorities.  Only by doing that, can we talk about giving

quality education to, for example, Sub-Saharan countries.

Moderator: I am sure that you still have comments and questions, but our time is up, so we will
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h ave to close this session.  We ' ve had a ve ry wide ra n ging discussion today, and it is

i m p o s s i ble re a l ly to summari ze all the discussions.  I know that each participant has

absorbed important ideas from it.  

However, to summarize briefly, basic education in Africa cannot be done by one single

o rga n i z ation or age n cy.  We need the cooperation of many agencies in coord i n ation of

p rojects.  Also the south-south cooperation.  Th at again is another issue in Sub-Sahara n

countries, and I heard some very encouraging remarks from the African participants on this

issue.  Of course, north-south cooperation is important, but south-south cooperation is also

important.  All the ideas that we have received in the discussion today, I am sure we will be

making best use of it in implementing and devising or formulating our programs.  I hope

t h at this will complete my role as a moderator of this session.  Thank you for yo u r

cooperation.
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CLOSING ADDRESS

Mr. Kazutoshi  Iwanami       

Managing Director

Institute for International Cooperation

Japan International Cooperation Agency

I would like to thank you very much for your very active participation in the discussions

today.We have heard a number of opinions and recommendations today. We would like to keep all

these opinions and recommendations in mind in carrying out our future work at JICA.

This Institute for International Cooperation (IFIC) realizes various activities, for example,

like  this occasion,  to organize the seminar inviting experts related to international cooperation and

k n ow l e d ge abl e, ex p e rienced rep re s e n t at ives of academia, to train Japanese educational  ex p e rt s

expected to be engaged in ove rseas technical cooperation in the future, to accept educat i o n a l

administrators in the African countries for training in Japan, and to research and study in the field

of education and Sub-Saharan Africa.

The current year, we are realizing the research and studies on the real situation of the basic

education in Sub-Saharan African countries and possibility to Japanese supports on the education.

We world like to make  use to efficient assistance of the precious results of this seminar.

Now, I would like you to give a big hand again to the panelists on the stage, and also the

ch a i rp e rson.  Also, we have had gre at cooperation and assistance from diffe rent people and

different organizations in organizing and implementing this seminar, so I would like to thank all

these people who have given us their cooperation.  At the same time, to you, the audience, thank

you very much for your participation.  This concludes this seminar.  Thank you.
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